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Chapter 1: Introduction
Purpose of Research
The purpose of this research is multifold. One primary objective is to personally increase
my awareness and my ability to empathize with my new ELL (English Language Learner)
students as these particular students are often included in populations that are frequently
underserved in music programs (Schmidt, 2018), and I am committed to serving these students as
best as I can by increasing my awareness and understanding of the expressed, respective realities
of our ELL students.
To answer the “so what” component of the work, my intention is to highlight and bring to
bear these realities to other educators, particularly instrumental music educators as well as
administrators, who at least in my experience thus far, are not as necessarily aware of how these
students might be missing out on the district’s programs. From my anecdotal personal experience
as a student as well as nineteen blessed years of engaging in music education, I may volunteer
my bias leaning towards celebrating the benefits that students reap from being in a music
program; however, I will point to academic studies that have been conducted to highlight the
perceived positive changes that particularly occur for second language learners. There is not a
significant body of work that has been done in this particular branch of music education, so I
would seek to contribute to this realm as well as hopefully bring relevance to other potentially
similar educational contexts within the county and the state, again with the primary reason being
to highlight the importance of making these programs as inclusive as they can be, particularly for
ELLs.
Positionality and Origins
My academic career began in the 1980's as a neurotic Italian-Irish kid with a mullet to
boot in a Brooklyn Catholic school. This was a very small learning community, so there was
ample opportunity for the teachers in this setting to address our needs as they came up.
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Nonetheless, as a student who seemed to thrive on the reassurance that there would be access to
the educators themselves is where my appreciation for small learning communities, such as small
instrumental lesson groups or one on one lessons has its roots.
My family made what I felt was a monumental change in the 80's as my parents were
lulled by the romantic promise and allure of the Poconos, no doubt courtesy of the bombardment
of billboards and commercials that portrayed the Poconos as a destination to vacation or settle
down and escape noisy and polluted city life. It was also my first exposure to public school, a
factor that would end up affecting my life’s trajectory for decades to come. There was an early
unease at home as my father had lost his job only a year or so after moving. From this
experience, I admittedly believe that I possess at least a minimal capability to empathize with my
students who potentially feel themselves to be “not a local”, “an outsider”, and/or in financially
difficult situations. I must admit that in my youthful ignorance, I was not nearly as sensitive as I
may be now. “Folks just need to be able to pick themselves up by their bootstraps” was the going
sentiment that was imparted to us. In an effort to communicate my reverence for the cultivation
of a sense of “home” within our classrooms, I offer the following from an autobiographical piece
I wrote titled “Homebase”.
“Before we get started, I am going to ask you to travel back and reflect on a time when
you felt safe, secure, and loved as a child. If this could not be found at home, where
could you find it or something like it? Who was there? What was the environment? How did you
know you felt safe? How did you know you were loved?” I was asked this line of questioning as
an opener for one of my graduate courses concerning cultivating a classroom community, and it
was then that I started to connect certain dots I had not otherwise been aware of, each of which
that were instrumental to how I have ended up where I am today as a husband, father, teacher,
and friend. This question prompted me to recall warm memories of being with my grandparents
who owned the apartment building where I spent my first near-decade of life in Brooklyn, New
York.
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I grew up as a doughy self-conscious Italian-Irish kid in the 80’s, before we knew
carbohydrates in excess were not necessarily healthy, and it showed, as I was teased about being
a bit chunky. I had not yet appreciated the place of calm and warmth that my grandparents’
apartment was until we had moved to the Poconos in the late 80's. Moving from the busy city and
strict Catholic school to which I had grown accustomed, to the Poconos as well as to a public
school, we all sustained some culture shock when we moved to "the country". We spoke
differently from everyone else. The car was “the caw” and “Mario” was “marry-o”, and the
locals were not exactly warm and fuzzy with welcome. We were “city slickers” who were
“ruining the mountain.” It was also a tenuous period as my father had been laid off during the
last vestiges of the Great Recession, and with 5 boys in the house, there were considerable
struggles, but not without love and laughter.
I found that I lost a step or two on my academic bearings, though I didn’t understand
why, or could ever fathom that I was too overwhelmed to be as diligent of a student as I was in
Brooklyn. My reticence and hindered ability to engage with academics as thoroughly as I once
did was categorized as laziness when in actuality, I now know I was experiencing a sort of
paralysis. As fearful as I was, I nevertheless never failed to stick up for myself and my brothers,
and consequently landed myself in more than a few fights, though I would eventually find my way
forward through music, for which I thank my parents for finding the wherewithal to actually
afford instrument rental money despite these challenges. I will always remain grateful to them
for this.
Our challenges were not a constant state of being, yet it necessitated that I was to pitch in
and learn to do a little cooking every once and a while and care for my brothers by the time I
was 10. I believe my wanting to care for children is very much rooted in this experience, as I can
recall the feeling of knowing that I can take care of those younger than me, giving a sense of
agency and control over an otherwise potentially chaotic environment. Gratefully, I could find
refuge and calm as one of the best parts of our holidays meant traveling back to New York and
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staying upwards of a week with my grandparents. While there, I felt like I was on a break from
the tensions in Pennsylvania. I can still smell the marriage of basil, garlic, wine, and tomato
lovingly simmering, permeating the air and intermingling with the smell of my grandfather's
smoking tobacco pipe, as that was the usual potpourri-blend that would linger in their living
room and kitchen. I did not feel nervous or anxious because there were consistently kind and
stable adults who were patient, and who loved me unconditionally. I felt like I could relax and
breathe, sort of like reaching homebase in an emotionally-frenzied game of tag. I would be very
sad indeed when we would eventually leave to go back to the coldly rust-colored mountains of
Pennsylvania.
The exercise of reflecting on places of safety and love puts me in touch with my core and
my pursuit to establish my classroom environment as a place for students to feel safe, catch their
breath, feel comfortable being themselves, and feel loved. The inherent maelstrom of hormones
and neurotransmitters that notoriously surge with adolescence can make middle school a
battleground of sorts for our students which is why this notion the from Trauma Informed
Instruction concentrates on making ourselves and our environments safe enough for all the
students who enter our domain resonates with me as it does (Souers, & Hall, 2016). Taking the
time to make a concerted effort to build a supportive classroom environment via communitybuilding creates a sense of belonging and emotional safety and thereby empowers our students to
be able to grow, learn, and feel loved, and this I believe can be done on some level or other in
every classroom if prioritized as such. Our students deserve this, and we do too.
Thus, it is here where I feel that music education in conjunction with excellent educators
such as the ones I was blessed to have, offers an amazing inherent potential to reach children
who might otherwise be prone to slip through the cracks. The related literature will illustrate the
corollary, humanizing, and healing potential to be found in the arts in this same respect. I have
found that there are inequalities with regard to access to music programs by being almost
exclusively available to only those who can afford to participate. I am especially interested in
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examining this inequity with students who are in ELL programs.
If any subject area within an academic setting has the opportunity to provide a haven of
togetherness and belonging via an artistic and universal language, it is within a music classroom;
therefore, I set to offer the following accounts and perspectives as told through the studentparticipants through their written responses to narrative prompts. I also include their Songline
projects which serve as musical artifacts. To enrich this study, I set out to bring in the
perspectives of their ELL teacher as well as their parents/guardians, as they are adults who can
offer perspectives of these students in other contexts. Likewise, I will also provide field notes in
the interest of providing more context from observations in other realms within the school
besides the bandroom (such as the cafeteria or another classroom).
The central research question that guides this study is “What are the lived experiences of
ELL band students?” Through this question, I also seek to find if the participation of our newly
recruited ELLs in the band program affects their perceptions of self and belonging. Secondary
questions that I explore are such that I may be able to focus on the participants’ perceptions as
they progress through the instrumental music program. What is their reality? What are they
feeling as they are beginning a new journey both as a student in a new school, perhaps a new
country, and as a developing musician? What is their sense of belonging or lack thereof? How is
being in a band program affecting these perceptions? If there are indeed changes to these
perceptions, are they positive or negative? Why?
Potential blind spots for me are going to have to do with my positionality with me being a
cis-gendered, straight, white, male. I am at the very least aware that I must not assume I
understand anything without first acknowledging that whatever I do attempt to make meaning of
in this work will only have been made relative to my own formative experiences and motivations
for engaging in this research. More specifically, though I know how it feels to be a stranger in a
new school as a student, I did not have the experience of speaking a different language nor am I
formally trained in ELL education. I also have not immigrated from another country, which I
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identify in the literature review as likely to be a traumatic experience for ELL students. From
here, I admittedly enjoy being told that I tend to wear my heart on my sleeve, and I am hopeful
this will remain less a liability and more of a presentation of transparency and intention to the
various individuals that will comprise this study, as I will seek to learn and bring forward various
perspectives, lived experiences, as well as create and foster relationships built on trust.
I discovered in my school a lack of access for English Language Learners to our
instrumental music program. This was first made evident to me by virtue of discussions in one of
our courses involving populations of those who are, whether inadvertently or not, forgotten or
otherwise rendered invisible, and thereby unprovided for where other populations are. Upon
further reflection of whom I could better serve, students who might otherwise be missing out, I
found I needed to do more to provide our program for our students within our ELL program.
Through this work, I began to actively recruit and make the availability of this program better
known and more accessible by allying with our ELL teacher who is one of the participants of this
study.. Throughout the course of this work, I have found that I wanted to get to understand more,
on a deeper level, about our new ELL students with respect to their perceptions of self,
community, and lived experiences throughout their participation in the music program. To this
end, the research question of this case study is: “What are the lived experiences of ELL band
students?”
Theoretical and Conceptual Frameworks
The theoretical framework which I hold, view and operationalize this work will be
primarily through the lens of Social and Emotional Learning (SEL) and the conceptual
framework of Trauma Informed Instruction. I will first succinctly define SEL as a way to engage
in the work of education by emphasizing, celebrating, and nurturing the social and emotional
growth and development of the whole child (CASEL, 2006). Practices that are trauma-informed
are implemented with a mindset where educators approach all children with the understanding
that trauma transcends all demographics (Souers & Hall, 2016), though the following studies will
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discuss disparities in populations where trauma is more likely (Schmidt, 2018). It is for these
reasons that I wholeheartedly agree with Britzman’s (2018) notion that education needs to
effectively “grow up” and recognize that attending to emotional needs and mental health is not
time wasted but rather an essential component of education (YorkUEducation, 2018). Both of
these frameworks are concerned with considering and addressing the needs of children
holistically rather than academically. Regarding the holistic relationship shared by these
frameworks, champions of education abound whose maxims align with this work with respect to
SEL and practices that are Trauma Informed, and date back to antiquity, the first of which comes
to mind is Plato who described the foundation of holistic education as a balance of physical
education, the arts, math, science, character, and moral judgment. He wrote that “By maintaining
a sound system of education and upbringing, you produce citizens of good character” (Plato,
2016). I find strong parallels to the notions of urgency and necessity of maintaining this balance
of education for the benefit of our children with educational equity which I will discuss in
Chapter 5.
Why I chose SEL and Trauma Informed Instruction
Educators must strive to cultivate environments in our classrooms that enable connection,
foster resilience, and develop empathy in each other. Music education naturally pairs with this
framework as Edgar (2016) noted in his study that “music education and SEL are naturally
complementary. There are five ways in which music education and SEL are compatible: (a)
music can be used as an emotional stimulus; (b) music can be used as an aesthetic experience; (c)
music can be used for relaxation and imagery; (d) music-making can be a form of selfexpression; and (e) music making can be a form of group experience and “...music can be used as
an aesthetic experience, defined as ‘concerned about perception, sensation, imagination, and how
they relate to knowing, understanding, and feeling about the world’ (Edgar 2016, p. 30).
Trauma Informed Instruction “seeks to acknowledge the ways in which a young
adolescent’s life course is subsequently affected by trauma and to use trauma-sensitive strategies
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in place of the traditional, punitive, and trauma-blind school practice that has historically
compounded the effects of students’ trauma” (Crosby, Howell, & Thomas, 2018, p. 17). Trauma
Informed Instruction is relevant to this study as Schmidt (2018) points to how this framework
facilitates learning for students, particularly students in this study who comprise a statistically
vulnerable and underserved population including English Language Learners (ELLs). Schmidt
(2016) also makes recommendations for educators to encourage their ELLs to participate in the
performative arts, such as instrumental music as well as writing, which are central activities that
the student participants engaged in during this study. The reason why Schmidt (2018)
recommends these modalities of expression for ELLs is that the author identifies them as
potentially healing as well as rehumanizing engagements for ELLs. To this end, this study
includes several of these modalities of engagement which included individual and group
instrumental lessons, rehearsals with the ensemble, performances, responding to carefully
considered prompts that encourage the sharing of memories and feelings, and the construction of
their Songline Projects which likewise encourages the processing and sharing of memories in a
musical context. It is in this way that the students were engaged, as well as the design of this
study was indeed trauma-informed.
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Chapter 2: Review of Supporting Scholarship
A review of the literature follows in an effort to further illustrate the rationale for relying
on the theoretical and conceptual frameworks of Social Emotional Learning (SEL) and Trauma
Informed Instruction, and current research involving English Language Learners (ELLs) with
respect to those frameworks, specifically regarding music education.
Social and Emotional Learning and Implications for the Adolescent Brain
In this section, I will make connections to the nurturing benefits found within the
frameworks of SEL and Trauma Informed Instruction with respect to participation in music, as
well as with regard to ELLs. I begin first with SEL and its current definition and framework.
SEL is “the process of acquiring the skills to recognize and manage emotions, develop caring
and concern for others, make responsible decisions, establish positive relationships, and handle
challenging situations effectively. Social and emotional education is a unifying concept for
organizing and coordinating school-based programming that focuses on positive youth
development, health promotion, prevention of problem behaviors, and student engagement in
learning” (CASEL, 2006).
To illustrate and justify considering SEL for this study and why I believe schools should
implement SEL into their educational programming and curriculum, I point to one of the largest
scale studies (in fact, the largest relative to the time of publication) involving SEL. This study
examined what outcomes are achieved by SEL interventions that attempt to enhance children’s
emotional and social skills. This study offers a meta-analysis of 213 school-based, universal
social and emotional learning (SEL) programs. This involved 270,034 kindergarten through high
school students (Durlak, Weissberg, Dymnicki, Taylor, & Schellinger, 2011). This study is
frequently cited in the literature as a strengthening argument for the inclusion of Social and
Emotional Learning within a given school’s curriculum and programming, and likewise supports
the case for embracing this framework in this study. From this inquiry, it was deduced that these
interventions were correlated to be beneficial, as the authors state, “current findings document
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that SEL programs yielded significant positive effects on targeted social-emotional competencies
and attitudes about self, others, and school. They also enhanced students’ behavioral adjustment
in the form of increased prosocial behaviors and reduced conduct and internalizing problems,
and improved academic performance on achievement tests and grades” (Durlak, Weissberg,
Dymnicki, Taylor, & Schellinger, 2011, p. 417).
Working alongside adolescents in middle school for nearly two decades has enabled me
to ever more appreciate the nuances of this socially and emotionally critical period of
development, and so to this end, an understanding of the unique conditions and inner workings
of the adolescent brain offers implications for this work. It is, for this reason, that I highlight
literature pertaining to current understandings of the adolescent brain and neuroscience and their
implications for SEL and Trauma Informed Instruction. Several commonalities emerge across
the research that speaks to the necessity of how healthy, culturally-situated relationships
facilitate academic learning. Immordino-Yang et al.’s (2019) conceptual paper develop their
concept of SEL by utilizing a developmental framework of current evidence on fundamental and
ubiquitous biological constraints and affordances of our nervous systems. This particular study
offers a biopsychosocial exploration that likened the adolescent brain to a garden with which its
curator is informed by epigenetic forces (Immordino-Yang, Darling-Hammond, & Krone, 2019).
This phenomenon where neurons are being either reinforced or pruned is known as neural
pruning (Robinson, 2017). The phrase that is commonly said in the field of neuroscience is
“neurons that fire together, wire together” and is thought to be considered the “window of
opportunity” for the potential healthy growth of learning and habit; however, this particular
window of potential is notoriously equally vulnerable to trauma and abuse (Walsh & Bennett,
2004).
Robinson’s (2017) research supports concepts that have been implemented for over fifty
years, including integrated curriculum and experience with the arts and specifically asks the
following questions:
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How do social-emotional skills develop, including potential sensitive and high-leverage
developmental periods, and what supports are needed at different ages and stages? In an
era of unprecedented immigration, diversity, inequality, and exposure to trauma, how can
we ensure that SEL practices are reliable, culturally responsive, appropriate for
individuals’ needs, and equitably applied? How are SEL skills, academic emotions, and
learning related, and how can SEL skills be most meaningfully integrated into
educational experiences? How should social-emotional skills be measured, and for which
sets of skills can schools be reasonably held accountable?

The author then makes “brain-based” recommendations for middle school educators and
administrators which include service learning, social learning, teaching metacognitive skills, and
teaching controversial topics (Robinson, 2017).

Social and Emotional Learning and Music Education
Music naturally lends itself to Social and Emotional Learning, and with respect to Music
Education, we should consider the work of Scott Edgar. Edgar is currently an active educator and
advocate of music education and the inherent relationship Music Education shares with the
framework of Social and Emotional Learning. One of Edgar’s first examples of work consisted
of a review of literature on professional development with regard to SEL techniques for music
educators. The author offers implications for SEL Professional Development (PD) for music
educators. He argues that social-emotional competence has not been fully realized in research or
practice in music education (Edgar, 2013). Edgar directly states, “Music education and SEL are
naturally complementary. There are five ways in which music education and SEL are
compatible: (a) music can be used as an emotional stimulus; (b) music can be used as an
aesthetic experience; (c) music can be used for relaxation and imagery; (d) music making can be
a form of self-expression; and (e) music making can be a form of group experience” and
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“...music can be used as an aesthetic experience, defined as ‘concerned about perception,
sensation, imagination, and how they relate to knowing, understanding, and feeling about the
world’ (Edgar, 2016, p. 30).
Edgar (2016) conducted a multiple case study which was guided by asking the following
questions: “How do participants (instrumental music educators, students, and parents) describe
instrumental music educators’ support of students?” He also asks “how do participants articulate
the unique aspects of the instrumental music educator and instrumental music education
classroom in regard to supporting students with their challenges?” (Edgar, 2016, p. 236).
The nature of Edgar’s study is of particular relevance here both in terms of subject matter and
methodology as Edgar seeks to gain a holistic perspective from various participants which
include instrumental music educator interviews (three each), an instrumental music educator
focus group, student focus groups (one for each setting with one male and one female student
from each grade 9–12 selected by the instrumental music educators), parent interviews (one from
each setting, including a phone interview from Atwater High School (HS), email
correspondence, and observations (three full days at each setting). The diversity of roles that the
participants assumed (music educator, parent, student) and modalities of data provided varied
internal validity (Edgar, 2016). Findings included the participant instrumental music educators
used certain techniques to support students, including (a) making time for students, (b) being
aware, (c) fostering a classroom environment conducive for support, (d) listening to the students,
and (e) modeling healthy functioning (Edgar, 2016).
Another study involves the adaptation and conceptualization of SEL in a musically
therapeutic context by developing an approach based on previous research in the field of
education. During this investigation, the authors found that although the research suggests and
supports the value of music education and movement for the all-around development of the
individual as well as links them to the development of other skills, there were none that explicitly
developed an SEL program within music education (relative to the time of publication). The
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authors continue to state “...we can conclude that there has not been, until now, published
research which sets out an SEL programme which has at its core movement and body percussion
combined with speaking, time, and song where a series of sequenced activities lead towards and
are linked to the basic abilities that need to be developed in an SEL programme” (Albiar-Aliaga,
Cid-Lamas, Moral-Bofill, & Romero-Naranjo, 2015, p. 451). Through this work, the authors
developed an SEL program to apply to their respective institution’s already established BAPNE
Method (Biomechanics, Anthropology, Psychology, Neurology and Ethnomusicology) to music
therapy. The BAPNE method includes core movement and body percussion combined with
speaking, time, and singing (Albiar-Aliaga, Cid-Lamas, Moral-Bofill, & Romero-Naranjo,
2015). The components needed in well-designed SEL programs were noted and linked to those
of the BAPNE Method so as to show how activities based on the BAPNE Method can lead to the
development of SEL abilities in school environments. The authors then outline some essential
factors for its correct implementation and propose research aims to evaluate the results of the
interventions. Of particular poignance to the purposes of my research, the authors state the
importance of making concerted connections to the framework of SEL to “…be essential in
helping students in potentially unfortunate situations or even particularly sensitive students, as
these could influence their optimum development and have a negative impact on the all-round
development of an individual. If such situations continue for a long period of time, they can be
very damaging. This is due to the fact that the brain produces too many stress hormones and the
results of feeling constantly overwhelmed can damage the hippocampus, which influences our
learning as it has a very large number of cortisol receptors [3]” (Albiar-Aliaga, Cid-Lamas,
Moral-Bofill, & Romero-Naranjo, 2015, p. 450).
A look into what are considered to be extra-musical benefits that can potentially be found
within participation in music without explicitly drawing connections to the specific framework of
SEL follows, the first of which is a mixed-methods study that compared results from two sample
groups of students (Ros-Morente, et al., 2019). The researchers deployed instruments such as the
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Emotional Development Questionnaire (an ad hoc protocol survey that was created by the team
and was peer-reviewed and then modified), the Satisfaction With Life Scale Survey, the
Academic Motivation Test, and the Questionnaire of the Capacity of Leadership (Ros-Morente,
Oriola-Requena, Gustems-Carnicer, & Filella Guiu, 2019). The two participant groups consisted
of 660 student musicians who played in bands, orchestras, and sang in choirs in Valencia and
Catalonia and a sample of 655 non-musician adolescents from the same school to act as a control
group (Ros-Morente, Oriola-Requena, Gustems-Carnicer, & Filella Guiu, 2019).
With the noted limitation of being unable to fully address the considerable plurality and
heterogeneity of the community of adolescent musicians in the two geographical regions, the
findings indicated that musicians displayed a higher and statistically significant score in
emotional competencies than the non-musicians; data from the musician group suggests that they
were notably happier with their lives and that academic motivation appeared to be much higher
and statistically significant for the musicians. The authors recommend that future research should
address the heterogeneity of music profiles in this particular population and that studies should
also look at the interactions and multifactorial effects of different variables in order to more fully
establish those variables and relationships that account for the development of emotional
competencies development during adolescence (Ros-Morente, Oriola-Requena, GustemsCarnicer, & Filella Guiu, 2019). Speaking about the potential of musical ensembles to support
the emotional development and health of adolescent students, the authors state “...we should
remember that mean socioemotional aspects (such as leadership, motivation, satisfaction with
life or emotional competencies) are present in each of the three main domains in which the
functions of music are important: the cognitive, emotional and social domains (Hargreaves &
North, 1999). In this sense, choirs and bands provide an ideal context for developing individual
and group skills” (Ros-Morente et al., 2019, p. 539).
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Social and Emotional Learning and Music Education as an Ethical Endeavor
I have conceptualized this study and the engagement of music education as a profession
that is rooted in social justice as well as an ethical endeavor. Bowman’s (2001) work is relevant
to my study as I am increasingly viewing music education as an ethical pursuit, especially with
regard to providing our ELL students access to instrumental music programs. In Bowman’s
(2001) lecture, it is put forth that music education is a fundamentally ethical undertaking and
that, particularly to the extent it is concerned with matters like “...character, identity, cultivation,
and change, music education is a fundamentally ethical enterprise” (p. 16). These virtues should
ring familiar when considering the areas of which we try to maximize when engaging in Social
and Emotional Learning. In this lecture, it is noted the mindful component of engaging in music
education has been with us for quite some time albeit not without sexist notions as Bowman
(2001) states, “Discussions of art's mindful status have occupied us for centuries. It is worth
noting, though, that to the extent the arts (music among them) came to be associated with
emotion, they were regarded as irrational, coded as feminine, and often considered simply
pleasurable adornments” (p. 13). Bowman continues this lecture by urging the educators to align
themselves with ethics as conceptualized by Aristotle by stating, “To be an ethical agent, then, is
actually to give up the kind of attachments to generalized knowledge that prevails legitimately in
theoretical and productive (technical) fields. It is to act rightly in realms of a specifically-human
endeavor, where ‘right action’ is always contingent, where circumstances are highly complex
and variable, and where the ends of the action are never self-evidently given, and thus can never
be outside one’s purview” (Bowman, 2001, p.14-15). In other words, Bowman (2001) makes a
criticism of some who are involved with music education as being more concerned about music
as a skill rather than as a means of enabling more holistic development as they state:
we are not concerned primarily or exclusively with developing things like music literacy
or aesthetic responsiveness or even musicianship. We are necessarily concerned, at least
in part, with who people become, through and as a result of musical instruction and

18
experiences. We are concerned with the kind of character, attitudes, and dispositions
students develop, and how these offer to prepare them to deal with situations that can
never be wholly envisioned from our current situation and circumstances. Indeed, the
nature of education is such that it may even manifest itself in the eventual rejection or
renunciation of the very skills, beliefs, and ideas that were initially the objects of
instruction. It is not a point time permits us to pursue here, but I suspect that a serious
commitment to musical instruction with specifically educational intent might reorient the
field in very interesting ways. The point of this brief excursion into the nature of
education has been simply to remind us that education is a fundamentally ethical
undertaking and that, particularly to the extent it is concerned with matters like character,
identity, cultivation, and change, music education is a fundamentally ethical enterprise.
(p. 16)
In so many words, Bowman speaks to the duty and potential for music educators to facilitate
experiences that cultivate Social and Emotional Learning as defined earlier in this piece.
Trauma Informed Instruction and Implications for ELLs
Trauma Informed Instruction is a framework where educators recognize the prevalence,
impacts, and indicators of childhood trauma and respond to student behavior in ways that support
traumatized students. Educators who engage in Trauma Informed Instruction give consideration
to Adverse Childhood Experiences (ACEs). A major component of Trauma Informed Instruction
is the consideration that educators must give to ACEs. I will draw links as to how Trauma
Informed Instruction may help facilitate learning for students, particularly students who comprise
a statistically vulnerable population such as those who are ELLs, in the following literature;
however, we begin with a study that seeks to investigate the (ACEs) in youth in a low-income,
urban community (Burke, Hellman, Scott, Weems, & Carrion, 2011). Consideration of studies
such as this is relevant to my research as my particular building hosts the highest percentage of
students (50%) in my district who qualify for free and reduced lunch, which is an indicator of a
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higher likelihood of ACEs and often includes ELLs. In this study, the authors hypothesized that
the majority of youth in the community would register one or more ACE criteria and, secondly,
that the ACE scores rendered would be associated with higher chances of the children being
diagnosed with learning/behavior problems and/or obesity.
Schmidt’s (2018) literature review was guided by the following questions, “At what point
does a difficult experience become a traumatic experience with lasting physical and cognitive
effects?” and “Is it fair to say that the characteristics mentioned above truly have no influence on
the likelihood of a person experiencing a traumatic event or situation?” (Schmidt, 2018, p. 1).
Included in this work is an acknowledgment of potential detrimental effects of trauma, including
traumatic stress which “...can be broken into three classic symptoms: ‘hyperarousal, reexperiencing (i.e., involuntarily ‘reliving’ the traumatic experience), and avoidance (i.e.,
avoiding traumatic reminders and/or emotions associated with the initial traumatic event)’”
(Schmidt, 2018, p. 113). Other potential effects and symptoms of trauma and neglect included
impaired memory, decision-making skills, attention, and conceptual reasoning skills (Schmidt,
2018). The author states that memories of past traumatic events may lead to distraction from
learning tasks, beginning a cycle of attempting to forget the prior tragedy and in turn forgetting
educational material. These conclusions may contribute to the disproportionately higher levels of
ELL students being incorrectly labeled within special education due to poor scores on
standardized tests.
Schmidt (2018) considers this examination with specific respect for ELLs with regard to
trauma as it is explained that the process of immigration and acculturation can cause further
damage. Schmidt tells us that children with refugee backgrounds have likely undergone several
traumatic events such as destroyed homes and schools, separation from or disappearance of
family members and friends, witnessing violence, living within combat zones, and government
corruption (Schmidt, 2018). Considering the sample participants of my study being ELLs, I
point to Schmidt (2018) who advocates for educators to appreciate and understand that it is
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imperative for these students to regain their senses of connection, control, and meaning as well
as argue for the importance of schools acknowledging traumatic life experiences, and examining
how these situations affect the students and their relationship with learning (Schmidt, 2018).
Schmidt (2018) concludes by considering classroom strategies in the interest of better serving
these students in particular that include addressing regulatory abilities and the dysregulated stress
response, and “repairing disrupted attachment capacities through the nurturing of strong studentteacher relationships'' (Schmidt, 2018, p.4). More considerations regarding activities
recommended include rhythm, self-regulation, mindfulness, and activities that promote deescalation which are found to increase a student’s regulatory abilities as well as improve
teachers’ own abilities to manage their classrooms, as well as emphasize the importance of
teachers being reflective practitioners. Activities recommended that coincide with these
considerations include participation in the literary and performative arts, as those can serve to
help “refugee and immigrant students use that space for rehumanizing” (Schmidt, 2018, p. 10).
Consideration of refugees is essential as the students in this study are both refugees and
comprise part of an increasing population in my building. Therefore, we would do well to
consider how Kaplan et al. (2015) set out to review the effects of the refugee experience on
cognitive functioning by examining influences on cognitive functioning that arise from the
recognition that refugee children are exposed to traumatic events, experienced disruptions to
family relationships, and almost always need to acquire a new language in the county of
settlement. Their paper draws on multidisciplinary studies relevant to understanding aspects of
refugee experience as factors influencing cognitive functioning and performance. Though their
paper was not designed to be an exhaustive literature review, the authors sought the need to
supplement the dearth of literature regarding publications that address the effects of these
experiences on the cognitive functioning of refugee children and assert that understanding these
effects is significant as these children are overrepresented in special education settings (Kaplan,
et al., 2015). In their review of studies from this research relative to 2016 (published between
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1980-2014), the authors render in a similar vein to Schmidt (2018) that traumatic experiences of
children can potentially cause cognitive, emotional, and behavioral changes that affect learning
and academic performance, as well as performance on intelligence tests. Other evidence points to
traumatic events and impairment to memory, memory, attention, executive skills, and abstract
reasoning. Though some of these studies were not specific to refugee children, the authors state
that these findings can apply to any child as well as cite findings regarding elevated rates of
depression of anxiety disorders in refugee children (Kaplan, et al., 2015).
Feuerverger’s (2011) research is relevant to this study with regard to the qualitative
nature of the methodology deployed as the author sought to offer a glimpse into the lives of
students who recently arrived from different racial, linguistic, and religious backgrounds to the
new context of an inner-city school in Toronto. The students in this study were all recent arrivals
from diverse backgrounds; however, not all students interviewed were mentioned in this study.
Feuerverger (2011) offers highlights from selected interviews with students. The author
conducted interviews in the room adjacent to the ESL office and stayed embedded in the
classroom. The author volunteers they subscribe to the potency and value of storytelling as well
as considering how “self” may shape the understandings rendered from these stories by citing
Deborah Britzman, Clannidin, and Maxine Greene among others (Feuerverger, 2011). The
author finds the phenomenon of those who come from lands of war comparing suffering to
others be interesting. Feuerverger (2011) also zeroes in on the expressed traumas and anxieties of
the students regarding “fitting in,” as well as outlooks on circumstances “working out” for the
future. The author explicitly expresses their intent to capture the emotion both conveyed and
perceived in the interviews with the students. The author confesses to indulging in their quest to
find more meaning while being limited to their own lens with the following quote, “I agree with
Deborah Britzman (1998) that my own telling is fragmented and dominated by the ‘discourses of
my time and place’ and especially by my sense of being a border-dweller, someone still and
perhaps forever searching for” (Feuerverger, 2011, p.363).

Similar to the notion of education
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being an ethical endeavor (Bowman, 2001), Feuerverger states,“Within this educational
discourse of civic responsibility and social justice lies Nel Noddings’ (1991,1993) notion that
happiness in education must be based on caring relationships in terms of ‘how to meet the other
morally’ and so opens a space for contemplation” (Feuerverger, 2011, p. 361).
Trauma Informed Instruction and Social Justice
The heart of this research is rooted in social justice, and the research discussed in this
section looks at Trauma Informed Instruction through such a lens. I begin with Crosby et al.’s
(2018) conceptual paper which orients Trauma-Informed Teaching as a form of social justice
education and builds this framework on top of the National Middle School Association’s This We
Believe initiative. The authors define psychological trauma as “...our response to emotionally or
physically harmful events that damage our ability to function across social, emotional,
behavioral, or physical domains.” (Crosby et al., 2018, p. 16). They also describe how
traditional classroom management and instruction can affect traumatized students. This article
also provides narratives of current and emerging models of trauma-informed teaching,
connecting them to the goals of social justice education, and provides strategies for
implementing such practices in middle-level schools and classrooms. Trauma Informed teaching
occurs “when educators recognize the prevalence, impact, and indicators of childhood trauma
and to respond to student behavior in ways that support traumatized students without
retraumatization (SAMHSA, 2015). This requires that educators receive basic training on
childhood trauma and recognize ways that it may manifest in students’ behavior as well as
demonstrate insight and flexibility in their classroom management and instruction practices”
(Crosby et. al, 2018). Regarding social justice and Trauma Informed Instruction, the authors
state, “...trauma-informed teaching is a necessary approach to address some of the
disproportionate discipline and academic gaps in students’ experiences'' (Crosby, Howell, &
Thomas, 2018, p. 16).
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The authors continue to elaborate on the inherent nature of trauma informed being
aligned with social justice work by stating, “A requisite to engage in this work requires us to
acknowledge that ‘Historical and present-day racism, as well as the systemic oppression
embedded within our current societal structure, has developed and sustained communities with
children and families struggling to thrive amid tremendous poverty, social disadvantage’ (Bellair
& McNulty, 2005; McNulty & Bellair, 2003), and violence’ (Anderson, 1994)” (Crosby,
Howell, & Thomas, 2018, p. 17). Engaging in education in this way, the authors state,
encourages practical classroom strategies and responses to students’ behavior, as well as legal
considerations that may impact trauma-exposed students. It also encourages supportive
collaboration between teachers and mental health practitioners “to assist teachers with difficult
student issues as well as (a) creating safety and connection; (b) improving students’ selfregulation; and (c) helping students to develop personal agency, social skills, and academic
competence.” (Crosby, Howell, & Thomas, 2018, p.17)
Continuing on the theme of social justice and Trauma Informed Instruction, we may find
more insight from Walton-Fisette’s (2020) work which was concerned with further informing
health and physical educators on issues related to trauma, traumatic stress, the social inequalities
and injustices that these students may encounter and strategies on how to foster resilient learners.
Although I am not a physical education teacher, I do share a kinship with the unique position,
context, and potential that particularly physical education has to facilitate trauma-informed
instruction. The authors describe the various manifestations of trauma with regard to settings
which include: a trauma-inducing setting: a setting that not only lacks safety but also is actively
unsafe for students and/or adults; trauma-indifferent setting: a setting that does not consider
childhood trauma in its policies and practices; trauma-informed setting: a setting where
stakeholders have acquired some knowledge about childhood trauma and are versed in related
strategies; and trauma-invested settings where stakeholders have consented to act on their
knowledge, truly working together to enhance safety across the board. The author reminds us
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that these settings are not static nor are they mutually exclusive (Walton-Fisette, 2020). WaltonFisette (2020) continues in the article to state regarding observing and responding to student
behaviors that we may as educators tend to translate those misbehaviors and respond based on
our prior experiences, positionalities, or “systems of meaning” on “how to regulate and navigate
challenges and issues; however, some of these systems of meaning could be founded in implicit
bias or based from our own experiences with toxic stress and trauma. For example, researchers
have found that marginalized students (e.g., non-white, economically disadvantaged, English
language learners, special needs, LGBTQ+) face a higher level of discipline, decreased support,
and increased bullying compared to non-marginalized students” (Walton-Fisette, 2020, p. 11).
The authors also caution that “we may get triggered by a student’s behavior or the trauma they
are experiencing if it brings up a negative event that occurred in our own life” (Walton-Fisette,
2020, p. 11). This is where an educator’s facility with empathy plays a significant role to support
the student while likewise being cognizant of their own reactions, as we may also re-experience
our own toxic stress (Walton-Fisette, 2020). The author reminds the reader that we all respond
differently to various events by stating “...we are all human beings, but we are different in our
identities, beliefs, and experiences, as well as our responses to stress” (Walton-Fisette, 2020, p.
11). Regarding connection and the healthy relationships with students, educators who engage in
Trauma Informed Instruction, Walton-Fisette (2020) reminds us that “We may not be able to
connect with each student, but we can certainly have an impact simply by believing in them and
encouraging them to succeed” (p. 14).
To illustrate the perceptions as well as the climate of a racially diverse academic
institution (such as my own) about trauma-informed pedagogy, we can look to Blitz, Yull, &
Clauhs (2020) who assessed the climate of a racially diverse high-poverty elementary school to
inform culturally responsive and Trauma Informed pedagogy as part of a school-university
partnership via a qualitative exploratory study of school climate to establish a baseline, so as to
inform the development of culturally responsive trauma-informed practices as a whole-school
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approach. Their study was an assessment of school climate via the observations and perceptions
of school personnel and provides robust evaluations. The study was developed and implemented
by an interdisciplinary team consisting of university faculty, school district administrators and
teachers, and community members who partnered with the school district to provide professional
development workshops on cultural responsiveness. The authors set out to establish a positive
school climate, which requires building relationships so that all members of the school
community feel safe, supported, engaged, and connected. Engaging with teachers and other
school personnel in this manner allowed the research team to start building the trust necessary
for transformative change. This was a mixed-methods study that included two surveys, the
second of which was a follow-up survey, and unstructured interviews with school personnel. The
original survey was conducted via SurveyMonkey, an online survey tool, during the last week of
May 2014 and the follow-up paper survey was administered during the last week of school in
June 2014. Regarding the interviews, they were short and unstructured with approximately a
third of the teachers and classroom staff (n = 39) conducted during the first weeks of June 2014
which provided an insight on their perspectives.
Participants consisted of teachers and staff at an elementary school, in grades K-5, in the
Northeast United States. Findings from the surveys evaluated six principles which were analyzed
thusly and included: principle 1, adopting a social-emotional lens which indicated that school
personnel perceived that adults are “usually” responsive to the social and emotional needs of
students; principle 2, maintaining an inclusive, cohesive, and nurturing professional work
environment, regarding supporting a coworker understand their negative reactions or potential
biases, indicating that these actions “usually” occur; principle 3, move the discipline paradigm
from ‘punishment’ to ‘opportunities to teach desired behavior’ of behaviors seen “about half the
time”; principle 4, resist the criminalization of school behavior as legal officials who come into
the school were perceived as “usually” respectful of privacy and developed supportive caring
relationships with students; principle 5, know the students and continually develop cultural
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responsiveness was only observed about “half the time”; and, principle 6, address culture in the
school which received the lowest aggregate mean at 3.16 within this principle was noticing the
race and culture of the students, followed by adults demonstrating an awareness of how their
own history and experience influenced their pedagogy (Blitz, Yull, & Clauhs, 2020).
Four themes emerged from the qualitative data which included Race and Culture,
Trauma, Loss, and Stress in the Students’ Lives, Attributing Students’ Disruptive Behavior to
Poor Parenting, and Partnership Among Administrators, Teachers, and Classroom Staff. The
authors deduce the following conclusions after holistic consideration of all rendered data which
include prioritizing the inclusion of leaders who are informed on issues relating to social justice
as well as how to integrate social justice into the culture of the school. The authors call for
leaders to promote a deeper understanding of the role of trauma and structural inequities in order
to help school personnel effectively utilize school discipline processes that include students in a
healing and justice-centered way, rather than punishing and excluding them.’ The authors also
speak to the urgency of enabling educators to gain ‘color-conscious perspectives which offer a
way to learn about the racial reality of people of color and understand the influence of overt and
covert forms of racism in the routine experiences of students of color and their families’ (Ullucci
& Battey, 2011” as cited in Blitz, Yull, & Clauhs, 2020, p. 119).
Literature such as Darragh & Petrie’s (2019) work sets out to explore if and how the
instruction of teachers of ELLs was impacted by their students' responses to President Trump's
January 2017 signing of Executive Orders 13,767 and 13,769, which aimed to reduce
immigration and refugee resettlement in the United States. Similar to the approach of this study,
the authors employed a qualitative thematic analysis which was used to determine trends and
patterns in the interview data related to how teachers’ instruction was impacted by the executive
orders and analyzed via an open-coding process and creation of theoretical memos. The findings
indicated a collective experience of shifts in the emotional ecology of their (sample participants)
teaching in the weeks following the signing of the executive orders on refugee resettlement and
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immigration. The interview data indicated that teachers were aware that the political situation
might cause their ELLs to experience negative emotions, and they made instructional choices
specifically intended to respond to students’ emotions. Specific emerging themes included
“supporting their students emotionally” and documented students arrived to class either silent
with worry or full of questions, teachers offering assurance to students that they did have a place
in the school, they were a welcomed and necessary part of the school community, and they were,
as individuals, important and cared about by the teachers.
Of significant importance to this study was the notion that the classroom had become a
sanctuary for students to feel welcome, cared for, and safe was also noted. Other themes included
“buffering the political trauma experienced” and documented the teachers cultivating
empowerment in their students through educating the students on how the government is run,
providing healthy and humanizing outlets such as theater and the arts as an outlet, and educating
students of how the media has the potential to distort information. Limitations of this study to
consider the timeframe as this is a “snapshot view” rather than a long term, as well as include the
lack of diversity of the sample population comprising 7 out of 8 being white women. Poignant
quotes to consider regarding the political climate of 2017 as described in this study are illustrated
thusly, “As people seek out communities of sameness, surrounding themselves with like-minded
others (Hess & Wright, 2009), attempts to exclude and cleanse racial and religious diversity from
the population may then be taken up by those adhering to a ‘patriotic, Eurocentric narrative’ of
citizenship (Journell, 2011, p. 11)” (Darragh & Petrie, 2019, p. 181). The authors draw a
connection to this phenomenon and chart its escalation from the 2001 terror attack in New York
by stating, “Since the September 11, 2001 attacks on the World Trade Center in New York (BenPorath, 2006; Journell, 2011) and continuing beyond the 2016 presidential election (Giroux,
2018), the US has experienced this phenomenon” (Darragh & Petrie, 2019, p. 181). The notion
of spaces in a school serving as sanctuaries is one that I embrace both in practice as well as with
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regard to this study which will be discussed in greater detail in the chapters ahead..
Music and Trauma Informed Instruction
Sanchez’s (2017) work is similar to Becker-Blease (2017) as if they were taking a direct
cue. This study points to the potential of engaging children in music education in a way that
addresses trauma. The author set out to develop a Trauma Informed Music Therapy (T-IMT)
program using a community-based approach to help with the trauma recovery of children and
their families. A program development dissertation focusing on program design, and a
nonexperimental project, the program was designed in response to the 2016 San Joaquin County
Needs Assessment which identified trauma recovery as a priority community health concern with
special emphasis in an area identified as the South Stockton Promise Zone. This would include
integrating research regarding music, neurobiology, and trauma, into a clinical application and
offer opportunities for eleven psychologists, psychotherapists, and counselors to gain a better
clinical understanding of how music educators and therapists can complement and enhance
mental health treatment settings, especially when considering cultural factors are often barriers
for patients to fully benefit from traditional therapies alone. Of special note regarding my study
is the author noting the significance and urgency given to allowing clinicians to address the
needs of high-risk populations with special needs due to cultural diversity, lower levels of
education, and limited financial and social resources to cope with adverse experiences (Sanchez,
2017 p.12).
Music Education, Social and Emotional Learning, Trauma Informed Instruction, and
ELLs
The following studies report social and emotional benefits that are correlated with
participation in musical education. Connections were examined for how music educators and
music education may fit within each of these frameworks and better serve the ELL population
within our schools. With regard to ELLs, Tallada’s (2015) study sought to bridge the gap
between research and pedagogy as well as to learn student perceptions with regard to (1) student
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self-confidence and lowering of the affective filter in language learning, (2) student motivation,
and (3) students’ perceived efficacy of the tasks in improving their overall proficiency and
language skills (Talada, 2015). This took place over the course of two semesters and included 45
ELL students via established psychological questionnaires. The research was guided by the
following questions: 1. Does music help increase student self-confidence and lower the affective
filter in learning the language? 2. How does the use of music in the classroom affect student
motivation to learn? 3. Do students perceive the use of music in language instruction as
instrumental in improving their overall proficiency? Findings indicate that students perceive
music-based education to be beneficial to their self-confidence, motivation, and improvement of
their proficiency (Talada, 2015). The study was carried out over the course of two semesters in
two communication skills courses in an Intensive English Program at a large, state institution in
the United States. Forty-five students from a variety of language backgrounds participated in the
study. Student perceptions were recorded and measured by a pre-study questionnaire in which
the students responded to questions regarding their perceived proficiency level, their confidence
level, and motivation to learn English, as well as questions about their background (prior English
experience, prior instruction in music, etc.).
The students completed learning journals during each unit, which prompted them to set
goals for themselves for the unit, to track their learning (vocabulary, concepts taught, activities,
etc.), and lastly, to assess their own learning, and whether or not they had achieved their goal.
Each class took a post-study questionnaire upon completion of the units of study, responding to
questions regarding the three areas of research (self-confidence, motivation, and perceived
efficacy), and whether or not they perceived the musical tasks to have been helpful in improving
these areas. Limitations of this study included sample diversity as the participants were mainly
Arabic-speaking students, time frame, and data from the learning journals did not always provide
as much information as was hoped for in the student responses (Tallada, 2015). Though the study
was not conducted in an instrumental ensemble setting like mine, it provides a framework to
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explore and possibly develop with regard to the questions about my students’ self-perceptions
and likewise supports my working hypothesis that there is great potential to provide a holistic,
healing sanctuary for ELLs when access to participation in the instrumental music program is
available and encouraged.
Cali’s (2015) dissertation explored the role of mutuality in current musical families with
seven to ten-year-old children and the influence of music on family relationships via engaging in
multiple case studies. The structure of this inquiry consisted of semi-structured interviews,
sharing of musical artifacts, and a two-month period of documenting families’ musical
experiences. The manner with which the author engaged in this inquiry follows a similar design
to mine in terms of time frame and structure, while I anticipate my participants will be rather low
in numbers, the depth for which I can bring forward their stories through their voices, as well as
my perceptions, is mirrored in this study. Likewise, providing access to the music program to
students who have historically been otherwise unaware, such as ELLs, might manifest similar
phenomena with regard to mutuality. I found a decent amount of congruence with this author as
their project was born out of their own reflections on their musical journey as a performer and an
educator. The author also describes how profound teaching music has been to their own learning
process and caused the author to reflect on their own memories of musical moments, and it is
with appreciation the tie is made to personal experiences, as well as arguments made right off the
top in that “musicality is inherently rooted in human nature” (Cali, 2015, p. 3). While this study
looks at the mutuality among family members, I may be able to explore the mutuality that
hopefully manifests between myself and the students I wish to include in my study.

ELLs and Belonging
In my study, I wish to bring forward not only the lived experiences of our ELL musicians
but also their perceptions of belonging as well as whether or not instrumental music has any
impact on these perceptions. To this end, I offer the following studies that give us a look into the
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significance as well as the implications for educators to consider with regard to belonging and
ELLs. Leclair et al.’s (2009) study compared the classroom perceptions of ELL students and
general education students using the ClassMaps Survey (CMS), which includes indices of
classroom relationships (teacher-student, peer, and home–school) and supports for selfregulation (self-efficacy, self-determination, and self-control). Results indicated that ELL
students rated themselves significantly lower in academic efficacy and rated their classmates as
more likely to follow class rules compared to the ratings of non-ELL students. Considering the
findings of this study provides further justification for engaging in Trauma Informed Instruction.
The authors advocate for encouraging ELLs to be able to engage with practicing new
skills as they state “...frequent opportunities to practice new skills may allow ELL students to
overcome some of the struggles that they face in U.S.schools.” (Leclair et al., 2009 p. 568).
Taking the consideration of the environment of our school’s band room as well as the
engagement that takes place therein, which includes responding to conducting gestures and
reading abstract symbols, and using a common language with music literature, the authors state
“...techniques unique to the needs of ELL students are important for their success, such as the use
of concrete gestures; visual aids; consistent routines, phrases, and language; interactive and
engaging instruction” Leclair et al., 2009, p. 569). Especially relevant to the design of my study,
which encourages the sharing of the participants’ family and cultural history, is the point the
authors make by prioritizing social and cultural support. They state, “social and cultural support
can be enhanced by instructors learning about students’ cultures, family history, and home life,
explicitly voicing high expectations for all students, demonstrating a willingness to help students
overcome barriers to academic success, and inviting students to add content from their own
backgrounds.” (Leclair et al., 2009, p 270)
Similar to this notion of providing the opportunity for this manner of social and cultural
sharing for ELLs, is important for educators to be able to better empathize with our ELL students
as Washburn’s (2008) paper examines how preservice teachers can be better prepared to do just
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that by way of being enrolled in a “language shock class” which the author runs at their college.
This course is an experiential learning activity with the aim of cultivating empathy as well as
stimulating learning strategies as the preservice teachers are taught exclusively through the
professor utilizing Chinese. With this course comes some common feelings the students shared
which included experiencing feeling alone, confused, and frustrated as Washburn (2008) states,
“Judging by the reactions of the preservice teachers in the language shock class, avoiding
confusion, frustration, and alienation are the first steps.” (p. 248) With regard to belonging, the
author notes that just as the preservice teachers experienced feeling alone in this exercise despite
knowing their classmates were in the same situation, that ELLs feel this isolation and alienation
from their classmates more profoundly. With respect to striving to enable our band room to be as
welcoming and supportive for my participants as well as the design of this study, an affirming
statement by the author follows regarding ELLs “To benefit and learn in the classroom, students
of all ages need to feel they belong, have a place, and know their environment. They need to feel
they are unique, are recognized as themselves, and belong socially and have the rights and duties
of membership in a given society.” (Washburn, 2008, p. 249)
To this end, the design of my study considers these particular needs as stated by
Washburn (2008) as well as those related needs as discussed in the previous sections of this
chapter with consideration to Social and Emotional Learning as well as Trauma Informed
Instruction. From the Social and Emotional standpoint, my approach in this study is one that is
holistic both in terms of my regular engagement with the students as well as the nature of this
study as it offers multiple viewpoints (from the ELL students, their parents, their ELL teacher,
and myself) as well as modalities of expression from our primary participants; those being their
narrative writing prompts as well as their “Songline Projects” which will serve as musical
artifacts. The administration and design of the prompts used are open-ended and are specifically
designed to encourage the students to share their insights with only what they are comfortable
sharing while also providing for the opportunity to practice their use and facility with language
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in a writing space that is safe and free from judgment. As mentioned in a previous section, their
engagement with music is one that is recommended in trauma-informed practices as an aesthetic
and potentially healing endeavor that is also well suited to social and emotional learning as
described by Edgar (2016). Lastly, the design of this study not only allows for the students to
share and be recognized and celebrated for their own uniqueness but to belong to a community of
students that comprises an instrumental music ensemble.
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Chapter 3: Research and Design
Purpose of the Study
The purpose of this research is to bring forward the lived experiences of English
Language Learner (ELL) musicians who are new to the band program as of the Spring of 2021.
This study was born out of previous coursework and reflection where it became apparent that
more must be done to provide access to our band program for students who are in our ELL
program. Therefore, the research question that guides this study is “What are the lived
experiences of ELL band students?”
Throughout the course of this work, I am compelled to seek a deeper level of
understanding and learn more about our new ELL students with respect to their perceptions of
self, community, and lived experiences in the instrumental music program. Ultimately, I seek to
observe and highlight these realities to other educators, particularly instrumental music educators
as well as administrators, who may not be as aware of how students in various sub-groups might
be missing out on their program. The problem of practice I identify is rooted in the equity of
access regarding a population of students, specifically ELLs which Schmidt (2018) identifies as
historically underserved, as students in an instrumental music program are almost exclusively
limited to students who can either afford to purchase or rent instruments.
Research Design
The methodology is primarily a pursuit of the stories and lived experiences of the ELLs
via a qualitative case study design that is informed through elements of narrative inquiry. Yin
(2014) defined a case study as “an empirical inquiry that investigates a contemporary
phenomenon (the case) in depth and within its real-world context” (p. 16). Case study research is
a research approach:
in which the investigator explores a bounded system (a case) or multiple bounded
systems (cases) over time through detailed, in-depth data collection involving
multiple sources of information (e.g., observations, interviews, audiovisual
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material, and documents and reports) and reports a case description and casebased themes. (Creswell, 2007, p. 73)
Creswell (2018) clarifies that a “hallmark of a good qualitative case study is that it
presents an in-depth understanding of the case in order to accomplish this, the researcher collects
and integrates many forms of qualitative data, ranging from interviews, to observations, to
documents, to audio visual materials” (p. 98). The focus on qualitative case studies allows
research in a meaningful and authentic method, particularly with regard to employing data
collection modalities coming from narrative inquiry as my study does. Students’ responses to
writing prompts add insight and can derive meaning. “Narrative inquiry is a ubiquitous practice
in that human beings have lived out and told stories about living for as long as we could talk.
And then we have talked about the stories we tell for almost as long. These lived and told stories,
and the talk about the stories are one of the ways that we fill our world with meaning and enlist
one another’s assistance in building lives and communities. What feels new is the emergence of
narrative methodologies in the field of social science research” (Clandinin & Rosiek, 2007, p.
35).
Stake (2003) notes the value of analyzing multiple cases for comparison. This adds power
to my study by allowing me to examine similar and dissimilar results across cases (Yin, 2013).
To this end, the qualitative methods used to illustrate the participants’ respective stories include
narrative writing prompts from the students as well as their assessments referred to as their
“Songline Projects,” which serve as musical artifacts and will present lived experiences from
these students in their own words. This study also includes secondary participants; their ELL
teacher, their mothers, as well as my field observations. The sample size of the primary
participants is small, so the effort is made to highlight the experiences and stories of these
individual students and describe their lives as poignant and honest. The students’ experiences are
then triangulated with the expressed experiences of the secondary participants. The timeline of
this inquiry occurs over one academic quarter, about three months, with the remaining months
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devoted to analysis, coding, and synthesis of the findings. I had to be sensitive to the comfort and
facility of the language used to engage in this inquiry. With respect to this, I was able to retain
translation services for the parent interviews for the authenticity of the answers. It was in this
spirit that the setting of this study primarily took place in my classroom where I had already
begun to establish a rapport with both students the year before, a setting where the students
already felt a place of comfort. The overarching goal for analysis was to identify issues within
each case and then purposefully examine the themes that commonly transcend the cases (Yin,
2013).
Setting
Creswell (2018) states that “[q]ualitative researchers tend to collect data in the field at the
site where participants experience the issue or problem under study. They do not bring
individuals into a lab (a contrived situation), nor do they typically send out instruments for
individuals to complete” (p. 163). The band room is a natural setting in this respect as Creswell
(2018) recommends to qualitative research. There were 140 students in the band program at the
the time of the study, three of whom were in the ELL program. It is the largest instructional
space in the building, second to our gymnasium and auditorium. From a demographic standpoint,
the band is a microcosm of the school. Specifically, 50% of the student population is financially
disadvantaged and regarding ethinicity, 55% of the students are caucasian, 25% hispanic, 10%
black, 6% Asian, and 4% listed as other. On a given year, I can expect to recruit upwards of 50
students, most of which enter the program in the 6th grade who were initiated through the
elementary band program, however I will usually recruit anywhere from 10-20 students spanning
across all three grades who are brand new to band.
My office is at the entrance of the room, and there are three smaller practice rooms just
beyond my office where students practice during study halls or other free periods. Within the
entrance of the room is where I typically greet each student as they enter. Greeting students and
informal check-ins is a Social Emotional Learning (SEL) strategy I regularly use.
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This vast rectangular space is adorned with posters on the perimeter relating to musical
concepts and laminated music notes hang from the ceiling across its entirety. In the middle of
this space are five rows of chairs specifically designed for musicians that span the length of the
room with approximately twenty chairs with roughly one music stand for every two chairs in
each row. Behind the last row of chairs is the percussion section which includes the pitched
percussion instruments on the far left (xylophones, marimba, concert bells, chimes, concert toms,
bongos, and congas). In the middle of this row is the bass drum, followed by a line of fifteen
snare drums that extend to the far right. Behind the percussion is about seven feet of floor space
which serves as a space for students to access their band lockers which also span the length of
the room along the wall, as well as the emergency exit door. In the front of the room is my
director’s chair and stand, as well as a stereo system with big speakers that flank either side of
the room as with a projector screen that is suspended behind me.
For the last five or more years, I have engaged with my students through SEL and
Trauma Informed Instruction in the interest of cultivating our environment (the band room) as
one that is safe and welcoming, and where openness to their experiences is lovingly supported,
encouraged, and celebrated (Souers, & Hall, 2016). Schmidt (2018) recognizes that giving
students access to performative arts such as concert band is a trauma-informed practice in itself.
SEL techniques include morning check-ins as the students drop their instruments off in the band
room before starting their school day. Another example includes exercises called “long tones''
are a regular part of a “warm-up activity” before each class and are typically performed to
emphasize tone and breath control, however, a concerted SEL strategy used is also to prompt the
students to “clear your mind, and focus on three levels listening which is the self, the section, and
the ensemble”. This technique is the self-regulative tenet of SEL. The quintessential band
classroom is one where students feel safe to learn, grow, encourage success, and learn that
mistakes serve as an opportunity to grow, no different than an academic classroom environment.
Another SEL practice of engagement with the students that allows them to connect to others and
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an example regularly used will include lessons that are introduced through storytelling which
transition into listening to or performing exercises or literature that then emphasizes the musical
concept. Devonis (2021) recognizes how storytelling is an SEL approach that “increase(s)
students’ ability to understand the feelings of another person and how to interact with others in
respectful and kind ways” (Devonis, 2021).
For example, a lesson I regularly teach centralizes around the concepts of pitch and tone.
Regarding tone, we succinctly define tone as the quality of sound, which can be considered from
both an individual standpoint as well as an ensemble standpoint. Pitch (or pitches) are
synonymous with notes, and therefore pitches can be performed correctly but with varying
qualities of tone. In one lesson, I offer my first experience to the students I had with becoming
aware of tone and its relation to pitch when I was five years old and used to accompany my
grandmother to church in Brooklyn, New York. This lesson begins with a true story that includes
impersonations of my grandmother’s ability to sing correct pitches in various hymns accurately,
but with questionable tone as her vocal quality was raspy due to her life-long affinity for
cigarettes. This usually results in students laughing as I emulate my grandmother’s unique
manner of speech and singing while pretending to talk to the 5-year-old version of myself.
This then leads to us taking turns playing exercises that intentionally are composed of
wrong notes, but nonetheless sound preferable when played with good tone when juxtaposed
against playing those same exercises with correct pitch, but with questionable tone in the same
vein of the story. The modeling of a bit of comedic vulnerability at my expense for the students
and then performing exercises that encapsulate the same concepts from the story allows us to
experience the relationship between pitch and tone while enabling them to identify the band
classroom as a safe place with room to feel vulnerability, access and connect to memories and
emotion, as well as form connections with self and educational objectives.
Recruitment
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Two of the student participants started the band program in the Spring of 2021 and data
collection began in the fall of the same year. The student participants in my study include a new
percussionist in the 7th grade who is a from Haiti and an 8th-grade student from Puerto Rico
who plays the baritone saxophone. These students started the band program by establishing
personal connections by visiting their ELL classroom in the Spring of the previous academic
school year.
During that time, I had been recruiting students to the band program in this fashion for
the past few years, and there are several reasons to recruit in this manner. The performance
schedule for the band program is at its peak in late April and early May, but then begins to
subside and the availability to give one-on-one lessons is significantly increased. Getting
instruments into the hands of newly recruited students also allows the opportunity for the
students to play over the summer before the next academic semester begins rather than waiting
until the fall, allowing for the students to become familiar with both their new instruments, as
well as able to begin to learn how to read music before they officially sign up for our course, as
ninety-five percent of the one hundred and forty member ensemble have already been playing
their instrument since 4th grade. In other words, spring recruitment provides a space and time for
acclimation and orientation to effectively and fully participate with the rest of the students in the
following autumn.
I attained permission and informed consent from all participants of the study (appendix
A). To protect the identities of all participants, I have used pseudonyms. I attained permission
from their ELL teacher, whom I will refer to as Emily, to visit their classroom where she first
introduced me and told the students that I was there to talk about our band program. In the next
few days, I had invited the students to visit our band room during one of our “Activity Periods,”
a free period for the students within their 6-day cycle where they had the option to see, hear, feel,
and try various instruments that were available to play. Of this class of students, only two were
interested in joining the band program, who then became the participants of this study.
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Participants
The first student of focus is Henry. Henry was a 12-year-old male 7th grader at the time of
this study, was born in Haiti, and had lived there with his family until he was six years old before
moving to Manhattan, New York. While living in Haiti, Henry resided in a neighborhood outside
of Port au Prince where violence and fighting were prevalent, which is why they sought refuge in
the United States. Henry’s parents divorced at some point after moving to New York where his
father still lives. He then moved in with his mother whom I will refer to as Marie, to the locale of
our school district in Pennsylvania. Henry chose to play the drums and has a propensity to
incorporate humor in every lesson.
The next participant in the study is Raul. Raul was a 13-year-old male during this study
and lived in Puerto Rico in a town near San Juan with his parents, grandmother, and sister until
he was 12 before moving with his family to Pennsylvania. While living in Puerto Rico, Raul was
affected when Hurricane Maria heavily damaged his neighborhood, and the aftermath of the
storm resulted in a scarcity of jobs, his parents made the decision to move to the United States. I
had taught his older sister to play the trombone the previous year, and it should be recognized
that I had already established a rapport with his family. Raul has a decidedly warm disposition
and regularly expresses gratitude and appreciation after each class and lesson.

Data Collection
Data collection was initiated in the Fall of 2021. Creswell’s (2018) recommendations of
data sources for qualitative case studies include interviews, observations, documents, and
audiovisual materials (artifacts). Data for this qualitative case study includes multiple student
narratives from the two ELL student musicians via writing prompts, a musical artifact, a semistructured interview with the ELL educator with whom I work, a semi-structured interview with
their mothers, and observational field notes, reflections, and memos as the educator. Writing
prompts (appendix B) were issued via email through our school-issued Google accounts with one
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or two writing prompts going out each week beginning in October through December of 2021.
Their Songline projects (appendix E) were likewise completed in the fall semester and completed
with Google Docs and Google Slides. The interviews with the students’ ELL teacher as well as
their mothers (appendix C) each lasted approximately thirty minutes and were conducted over
the phone. Lastly, my observations and field notes were taken throughout the first academic
quarter and into the first two weeks of December 2021.
A primary data source is drawn from narrative writing prompts that invite the students to
tell their own stories. These prompts often begin with phrases like, “Tell me about…”.
Likewise, storytelling is utilized within their “Songline Projects” and will serve as a musical
artifact that invites the students to chronicle their memories through associated songs. Examples
of storytelling and narrative prompting, both in my instruction as well as the design of this study
are consistent with Clandinin’s (2013) fifth chapter entitled “Beginning with Telling Stories:
Andrew’s Stories of Playing Basket Ball” where the author states, “Most narrative inquiries
begin with asking participants to tell their stories, either in one-on-one situations or in groups”
(p. 91). It is with this notion of the strength of storytelling that this qualitative case study is
designed.
Regarding data collection and procedures, this will be a qualitative case study
methodology to gain a holistic perspective of the participants. Like Edgar’s (2016) case study
relating to examining the methods by which band directors address the social and emotional
needs of students, I engaged in this study by involving secondary participants such as the parents
of the participants, their ELL teacher, and myself where the diversity of roles that the
participants assumed and modalities of data provided varied internal validity (Edgar, 2016). In
other words, people's lives consist of stories and unique narratives, and my pursuit is to bring
those stories to bear and make connections.
Rallis (2015) noted that transparency of the process is integral to establishing credibility.
“Stakeholders use findings, depending on whether they understand and accept how we have
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created and told the story, that is, how we made meaning of words and images” (p. 143).
Rossman et. al (2016) suggest that establishing the usefulness of a study requires the researcher
to provide a rich description of not only theoretical and methodological orientations but the
process involved with the research. Triangulation is an effective way to show where there are
convergent and divergent perspectives, and that transparency may be instrumental for identifying
actionable next steps, even when there is disagreement. The function of triangulation is to locate
and reveal the understanding of the object under investigation from different aspects of empirical
reality (Denzin,1994). Miller (2015) noted that the accuracy of evaluative data also determines
what stakeholders deem credible, and triangulation coding could reveal strengths and weaknesses
in the data. This diversity of data represents the depth needed for case study research and creates
trustworthiness with qualitative data triangulation (see Figure 1). The diversity of roles that the
participants assumed (music educator, ELL teacher, parents, students) and modalities of data
provide varied internal validity. All individuals in this study have been anonymized.

Figure 1.
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Participant Writing Prompts
The writing prompts were intentionally constructed and aligned with the frameworks of
both Social and Emotional Learning as well as Trauma Informed Instruction. Each of the
narrative prompts was constructed from a psychological approach, which “concentrates more on
the personal, including thoughts and motivations” (Merriam, 2009). Connelly and Clandinin
(1990) note that, "Humans are storytelling organisms who, individually and collectively, lead
storied lives. Thus, the study of narrative is the study of the ways humans experience the world."
Therefore, storytelling and narrative offer the most valid way of extrapolating each student’s
unique thoughts, feelings, and experiences. One or two prompts were sent via email at the
beginning of each week between October and mid-December 2021. Students were asked to
complete the prompt by the end of each week. Data was collected and transferred from my
school email account. To address the potential variance in their capacities for language when
issuing the writing prompts, Emily, their ELL teacher, recommended that they be a minimum of
three sentences in the interest of ensuring commensurate with the student's ability and comfort.
The prompts were open-ended, and the students were instructed to write as much as they felt
they wanted to write.
The narrative prompts (see Appendix B) are drafted with respect to both Social and
Emotional Learning as well as Trauma Informed practices. Through the scope of SEL, the
questions are parallel to the hallmarks of engaging in “the process of acquiring the skills to
recognize and manage emotions, develop caring and concern for others, make responsible
decisions, establish positive relationships, and handle challenging situations effectively”
(CASEL, 2006). Likewise, regarding Trauma Informed Instruction, the questions are
specifically designed to be asked in a manner that is congruent with the efforts to engage with
students in ways that concentrate on making ourselves and our environments safe to allow our
students to learn and thrive (Souers, & Hall, 2016). With respect to the framework of SEL, the
initial questions pertained to topical and readily accessible information in order to establish
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comfort in the writing space. As referenced in the literature review, a concerted effort to
encourage engagement in reflective and open-ended writing is indeed a trauma-informed
practice.
Furthermore, the questions of these prompts provided an environment for students to
engage with several tenets of SEL that include; self-awareness, self-management, social
awareness, and relationship skills. For example, with consideration to self-awareness, one of the
prompts asks the students: “Tell me about a time when you felt like you belonged. How did you
know you felt like you belonged?” Another prompt regarding self-management was “Tell me
about when you get frustrated (could be home, school, anywhere!)” The prompts began with a
line of questioning, focusing on familiar and topical subject matter that eventually shifted into
deeper levels of questioning relating to memories, traditions, strengths, and vulnerability. Several
poignant themes emerged from the collected data.
The proposed prompt questions asked to represent the type of questions asked by me in a
typical lesson, even when not engaging in research. Asking these variations of questions of the
students are just as much about establishing trust and community and showing genuine concern
and care for the students as it is about pursuing their lived experiences.
Interviews
To enrich this study, it was decided to bring in the perspectives of the participants’
mothers as well as their ELL teacher, as they are adults who can offer perspectives of these
students in other and richer contexts. Cresswell (2018) states that an interview is “considered to
be a social interaction based on a conversation” (p. 163). These interviews were semi-structured,
and I followed a similar interview protocol as recommended by Creswell (2018) with regard to
preparing for the interview. Specifically, I developed the open-ended questions (Appendix C and
D) and which were read by peers in my graduate cohort and adjusted. I identified interviewees,
obtained the consent of the participants, and collected the data via adequate recording procedures
(Creswell, 2018, p.180).
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Parent Interviews. I had initially sought to have interpreters come in along with their
parents; however, due to budget limitations, my district offered the opportunity to conduct my
interviews through Language Line. On the evening of parent conferences, the district had
anticipated this need for many parents and guardians and earmarked money for Language Line to
be utilized that evening. Language Line is a translation service our district uses to facilitate
Parent Conferences, IEPs, and to provide assistance with educational documents. Parent
Conferences were held either over the phone or via Google Chat due to safety protocols relating
to Covid-19, and so, in lieu of a “typical conference”, I was granted permission to use this time
as a parent interview. Interviews were approximately thirty minutes each and were held over the
phone with the assistance of an interpreter from Language Line. All of the interview questions
and the parent’s responses were relayed to the parents and me via the interpreter. The first
interview to take place was with Linda (Raul’s mother) at 5:30om. The second interview took
place on the same evening at 7:00 pm with Henry’s mother, Maria. A semi-structured interview
protocol was used and contained the following questions:
1. Tell me about your experience with music.
2. What kind of musical experiences have you shared with your children?
3. Tell me how you feel about your child’s participation in the band program so far?
4. Tell me about a time when you feel our school has supported your child.
5. Tell me about a time when you feel our school could have further supported your child.
ELL Teacher Interview. The ELL teacher, Emily, was also interviewed as an adult
whose caring perspective is valuable. Preparation for the teacher interview was similar to that of
the participants’ parents in that it was semi-structured and followed a similar interview protocol
as recommended by Creswell (2018). The open-ended questions were also read by peers in my
graduate cohort and adjusted based on their recommendations before the interview occurred.
Consent was obtained and data was collected via adequate recording procedures (Creswell,
2018). The interview with the primary participants’ ELL teacher took place over the phone,
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lasting approximately 45 minutes in the fall of 2021. Interviewing over the phone was Emily’s
preference. The interview was voice recorded and then transcribed by myself and coded
approximately one month later. As previously mentioned, Emily has been serving as an ELL
teacher for nearly three decades within this district, and I considered her for an interview for the
same reasons as I considered the insights from educators in the literature review who also work
with ELLs. The advantage of those insights is because of Emily working with those students in
my building. The interview questions (see appendix C) centralize around themes similar to those
that guided the student prompts and therefore are based on the research discussed in the literature
regarding ELLs. Specifically, the questions are directed to the unique positionality of ELLs and
Emily’s perception of their lived experiences.
Schmidt (2018) explains that the process of immigration and acculturation along with
possibly having experienced several traumatic events such as destroyed homes and schools,
separation from or disappearance of family members and friends, witnessing violence, living
within combat zones, and government corruption, potentially relates to the participants of this
study. Similarly, Kaplan (2015) set out to review the effects of the refugee experience on
cognitive functioning by examining influences that arise from the recognition that refugee
children are exposed to traumatic events, experienced disruptions to family relationships, and
almost always need to acquire a new language in the country of settlement. This research guided
my questions when asking, what are some of your understandings considering the lived
experiences and perceptions of your (former or current) students? as well as How have these
experiences or perceptions (as you understand them) changed over time? This is an effort to
connect with both the research as well as the findings of this study.
Activities recommended to those who immigrated or are acclimating to life outside their
country of origin that coincide with trauma-informed practices include participation in the
literary and performing arts, as those can serve to help “refugee and immigrant students [to] use
that space for rehumanizing” (Schmidt, 2018, p. 8). This notion guides not only the design of the
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study as the students will not only be engaging in both literary and performing arts but also
increasing access to the arts. Reflecting on providing space for rehumanization and engagement
in the arts, Emily was asked the question: “Have you observed or perceived any noticeable
changes regarding our students since entering our band program? If so, what specifically have
you noticed?” The answer to Emily’s question allowed her perceptions of her students to be
shared and then cross-referenced with the perceptions from the student participants, their parents,
and myself.
Songline Projects
Creswell (2018) states regarding collecting artifacts for qualitative case studies that
researchers “may also collect letters sent by the individuals; assemble stories about the
individuals from family members; gather documents such as memos or official correspondence
about the individuals; or obtain photographs, memory boxes (collection of items that trigger
memories), and other personal-family-social artifacts” (p. 71). Clandinin (2013) recognizes that
in the interest of participants further telling their story that the sharing of musical preferences can
offer more of an insight into the participant’s story in his section titled “Making Sense With
Music” (p. 96). Along with the interviews, an integral reflection in this study is a student artifact,
their “Songline Project” (see appendix E), as this project is an essential element of the
curriculum in our music program. This musical artifact from each student was collected in order
to better understand their experiences, their thoughts, and their emotions as ELLs in their own
words, as well as through the songs they chose, almost as a “soundtrack to moments in their
lives”. In this project, students are tasked with designing a presentation via Google Slides to pick
five memories from their past, and the songs from that time that are associated with that memory.
The story component of this presentation is illustrated as the students share those memories and
how or why a particular song corresponds to that memory through a digital presentation. The
meaning comes in when the student plays a song from the presentation and explains why that
particular song or memory is their favorite. This project was designed with consideration for

49
both Social and Emotional Learning as well as with our newly redesigned curriculum with
respect to the modeling as suggested by “Understanding by Design” (UBD, see appendix E). The
aim of this project is to highlight, experience, and recognize as it is listed in the lesson plan (see
appendix) that “Memories, especially poignant ones, are often associated with the 5 senses, with
music and hearing being one of the strongest of them.” To this end, these projects serve as
musical artifacts which provide another insight into the lived experience of each participant, as
they share their respective memories, locales, and contexts of their chosen songs.
Fieldnotes and Observations
My own field notes and observations were additional data collection methods used to
bring further context to the study. Creswell (2018) states regarding qualitative research that “It is
an ongoing process involving continual reflection about the data, asking analytic questions, and
writing memos throughout the study. I say that qualitative data analysis is conducted
concurrently with gathering data, making interpretations, and writing reports” (p. 171). I
repeatedly read my observations and would then write memos on pieces of data that I would
revisit when coding. I began taking field notes on September 10th, 2021, and continued to do so
until December 14th of the same year. I attempted to capture a combination of observations of
class interactions, quotes from conversations, my insights and interpretations in the given
moment, and what I readily acknowledge as my individual reflections and perceptions of what
the students were experiencing or feeling in a given moment or shortly after. Specifically, notes
and reflections would be taken during as well as immediately following a class or one-on-one
lessons. I also chronicled two culminating performances in detail the same evening each took
place. These observations and reflections were delineated into descriptive as well as reflective
categories as suggested by Creswell (2018), however, I followed a format as per the
recommendations by Merriam’s (1998) list of six key elements for researchers to focus on while
collecting observational data. These included:
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1. Documenting the physical setting—I noted the layout of each space I conducted
observations in and noted details about the physical space and its occupants.
2. The participants—I detailed each participant’s behavior and demeanor as well as
interactions with others that I observed. I also noted how the participant interacted
with his or her environment.
3. Activities and interactions—I detailed any interactions that occurred while I was
present including conversations, social norms, gestures, and anything else deemed
appropriate.
4. Conversation—I noted as much verbal and nonverbal conversation as was possible.
5. Subtle Factors—I noted any unplanned activities or interactions that may go
otherwise unnoticed.
6. The researcher’s behavior—I noted how my presence impacted any activities or
events I observed.
I made a concerted effort to document both within or immediately after the given
moment. My notes and reflections were shared with a critical friend from my cohort to ensure
validity and reliability when coding in my Google Drive. My critical friend was selected from
my cohort of other fellow graduate students who were familiar with the nuances of academic
writing and who also has been invaluable for holding me accountable. From these memos,
several themes emerged that will be discussed in Chapter 4.
Data analysis
A qualitative thematic analysis determined trends and patterns in the interview data,
written responses to journal prompts, and analysis of musical artifacts. An open-coding process,
repeatedly reading interviews and memos, and the creation of analytical memos and themes were
employed to categorize findings as Creswell (2007) suggested regarding analysis strategies.
Creswell (2007) advises that case studies include: (a) assertions—interpretation of the meaning
of the case; (b) categorical aggregation—development of a collection of instances from the data;
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(c) patterns—developing relationships between two or more categories; and (d) naturalistic
generalizations—generalizations that people can learn from the case either for themselves or
apply to a population of cases. In developing assertions, I created and utilized a codebook.
Based on these preliminary codes, pieces of data from the writing prompts, interview
transcriptions, observations, my field notes and memos, and their musical artifacts were attached
until codes were formalized and saturated. Analysis was conducted initially with each individual
data source and then compared across cases. The meaning of the individual cases was then
ascertained by comparing findings with the research question as well as other cases. Regarding
the observations and field notes, I began the analysis process by reviewing my data within 24
hours of each observation, and then several times after that initial review. As I reviewed my
notes, I recorded notes detailing my reactions and those pieces that seemed most aligned with my
research question. As each theme emerged to me, I coded them as I saw fit following the format
of open coding (Merriam, 1998). Following extensive review and open-coding, the process of
analyzing the observational data began with the construction of categories. Codes and categories
were created using a spreadsheet format. Patterns were initially influenced by the research
question but expanded to allow for emergent and inductive coding.
Positionality
Duarte (2017, p. 135) describes positionality as a methodology that “requires researchers
to identify their own degrees of privilege through factors of race, class, educational attainment,
income, ability, gender, and citizenship, among others” for the purpose of analyzing and acting
from one’s social position “in an unjust world.” With regard to this, I attempted to factor both
during as well as the limitations at the conclusion of this study, that my positionality of being a
white cis-gendered male presents a dynamic of power that needs to be acknowledged as a
limitation. With this recognition of these specific dynamics as both a band director and a
researcher, I needed to be mindful that my being able to provide instruments, instruction, and
time may communicate an explicit investment in the participants of the study. Though I have
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made a regular practice of providing as much to many other students in previous years, this
particular circumstance in these terms (i.e. being the provider of these particular resources) may
have unintentionally elicited favorable responses from the participants of the study.
The supporting scholarship as well as the design of this study, considers Social and
Emotional Learning as well as Trauma Informed Instruction, as well as the unique position of
ELLs. Ethical issues related to the participants of this study were addressed according to the
Internal Review Board at Kutztown University. The privacy of each participant was kept secret
and any identifiable information was kept in a secured location.

Conclusion
The design of this case study was created to align with SEL and Trauma Informed
Instruction as well as to render rich qualitative data that offers a view of the lived experiences of
the student participants through their own words. Secondary participants such as their ELL
teacher, their mothers, and myself offer their views and perceptions of these lived experiences
from a different context as we collectively care for the students. This manner of triangulating
these data sources serves to confirm and increase the credibility and validity of the findings
accountable for triangulation.
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Chapter 4: Findings
Data Sources
The results of this multi-case study are derived from five data sources explored in order
to illustrate the lived experiences of selected middle school English Language Learner (ELL)
band students as well as their perceptions of belonging, as I was compelled to seek a deeper level
of understanding and learn more about our new ELL students with respect to their perceptions of
self, community, and lived experiences in the instrumental music program. These modes include
responses to writing prompts from the primary participants of this study (the two newly recruited
ELL student musicians), an interview with one of their parents (totaling two parent interviews),
an interview with their ELL teacher, two musical artifacts (their “Songline Projects”), and my
observations, field notes, and memos. All of these pursuits were engaged through the lens of the
frameworks of Social and Emotional Learning (SEL) and Trauma Informed Instruction in order
to provide insights into the lived experience of ELL students as well as how their perceptions of
belonging compare both in and outside of the band; therefore, the research question that guides
this study is, “What are the lived experiences of ELL band students?”
With regard to both frameworks, I once again point to Schmidt’s (2018)
recommendations of classroom strategies in the interest of better serving ELLs in particular that
include repairing regulatory abilities and addressing the dysregulated stress response, and
“repairing disrupted attachment capacities through the nurturing of strong student-teacher
relationships'' (Schmidt, 2018, p. 10). Those suggested recommendations and activities include
rhythm, self-regulation, mindfulness, and activities that promote de-escalation which are found
to increase a student’s regulatory abilities, as well as improve teachers’ own abilities to manage
their classrooms, as well as emphasize the importance of teachers being reflective practitioners.
Activities that coincide with these considerations to regulate their emotions include participation
in the literary and performing arts, as those can serve to help “refugee and immigrant students
use that space for rehumanizing” (Schmidt, 2018, p. 8). Participation in the instrumental
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ensemble will naturally lend itself to the recommendation of performing arts; however, providing
extra avenues of expression via the writing prompts as well as the “Songline Project” allows
space for the students to engage in reflective mindfulness.
All data from these methods were coded and themes were identified. The findings and
data collected are organized into five specific themes, weaving quotes, writing samples, and
interviews as evidence to support how the band program enriches the lived experiences, both
inside and outside the band classroom of these ELL student musicians. Interviews with their
ELL teacher and their parents follow the data to also support how the lived experiences of these
ELL student musicians The synthesis of these modalities as well as the analysis of the resultant
themes and sub-themes are discussed throughout this chapter.
Lived Experiences Through Writing Prompts.
The practice of responding to reflective prompts supports Social and Emotional Learning
as well as provides an avenue for practicing developing English language skills. These prompts
were designed in conjunction with our ELL teacher Emily with consideration for the students in
this study and their respective facilities with the English language. The line of questioning was
purposefully designed to begin with low traumatic risk to the students. For example, the first
prompt given was, “Tell me about your family! Do you have siblings? Pets?” Engagement in
reflective and open-ended writing is aligned with both Social and Emotional Learning as well as
Trauma Informed practices. The resultant themes that emerged from the writing prompts offer
insight into the lived experiences of the students of this study in their own words.

Songline Project: Musical Artifacts Reflecting Memories in Sounds and Pictures.
Part of the curriculum in our music program includes in it “The Songline Project,” and
this is another data source that is employed as a musical artifact from each student in order to
better understand their experiences as ELLs in their own words by songs they chose. In this
project, students are tasked with “designing a presentation via Google Slides to pick five
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memories from their past and the songs from that time that are associated with that memory. The
story piece of this presentation comes from the presentation itself, as the students shared those
memories and how or why a particular song corresponds to that memory. Lastly, the meaning
comes in when the student plays one of the songs from the presentation and explains why that
particular song or memory is their favorite.” Included at the conclusion are the projects as
completed by the participants. This project was designed with consideration to both Social and
Emotional Learning as well as with the newly redesigned curriculum with respect to
“Understanding By Design” (UBD).
The aim of this project is to highlight, experience, and recognize as it is listed in the
lesson plan (Appendix E) that “Memories, especially poignant ones, are often associated with the
five senses, with music and hearing being one of the strongest of them.” To this end, these
projects serve as musical artifacts to provide rich insight into the lived experience of each
participant, as they share their respective memories, locales, and contexts of their chosen songs.
Analysis of these Songline Projects rendered themes largely consistent with those that were
found within the narrative writing prompts. To supplement the data collected through student
writing as well as their Songline Projects, data was collected from other adults who care for these
students, as interviews with each participant's mother as well as their ELL teacher were
conducted.
Interviews with Middle School ELL Band Students’ Mothers and Their ELL Teacher
Interviews with the mothers of the participants as well as the participants’ ELL teacher
Emily offer further context to the lives and the lived experiences of our primary participants.
Specifically, these are adults who care for these students and can offer another glimpse into these
lived experiences as witnessed and expressed by them with respect to their given roles as parents
and educators. The findings from these interviews are woven into the themes along with the
other modalities as described in the methodology.
Field Notes and Observations
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To supplement the data collected directly from the student participants, their parents, and
their ELL teacher, I also conducted observations and recorded memos after classes, rehearsals,
and small group lessons. My memos and observations were analyzed and codified via an opencoding process from repeated readings and are woven into the resultant themes as well.
A Short Story: Meeting Henry
I was first introduced to Henry in the Fall of 2020, which would the fall before he would sign up
to play the drums, when he was escorted into the general music classroom by his ELL teacher
Emily. It just so happened to be the day I teach this class as I only get to run this course on Day
5’s while my colleague runs her choral ensembles. Henry was ushered into the classroom a few
minutes before the rest of the students arrived, surely a transitional measure that Emily took to
ensure the comfort of Henry. Henry volunteered a muted “Hello.”, and gingerly shook my hand.
I dropped down to one knee and said “Welcome to music class Henry! I’m excited to get
to meet you!” He grinned and replied with the same measured tone “Me too, I like music.” I
showed Henry where he was going to sit for class and that today was going to be a fun and easy
day as we were watching selected vignettes from the Disney movie “Fantasia” which coincided
with a unit we did on program music, (music that was composed to tell a story). Emily asked for
me to speak with her in the hallway and gave me her usual cogent summary of “need-to-knows”
and informed me that Henry is “extremely shy” and that she was not yet sure of his proficiency
with English. Henry watched the movie along with the rest, mostly transfixed in the visual and
auditory splendor that is characteristic of this classic film, but I would see him doodle in his
notebook from time to time. Out of curiosity, I walked by to see what Henry was working on. To
my surprise, I found what was a true-to-form rendering of the character “Mr. Piccolo” from the
animated anime series “Dragon Ball-Z”. I spoke quietly but excitedly so as to not draw the
attention of the other students, “Wicked picture of Piccolo!” He looked up at me puzzled yet
amused, “How you know who this is?”
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I explained to him that I had 4 younger brothers who used to be obsessed with this saga
and that through osmosis, I became familiar with some of the characters and the lore. I told him
I owned a “Dragon Ball” in my office in the band room which was a groom’s gift from one of my
brothers and that he’s free to swing by sometime to check it out. It’s a simple orange glass
sphere about the size of a softball with a single tiny star embedded in the center of it. It serves as
an artifact in the series that heroes and villains are seemingly constantly vying for. Sure enough,
Henry came down to my office the following day during homeroom with Emily. I placed the
somewhat heavy ball in his hands. His eyes widened as he smiled and said “This is cool!” I said
“It is, it just makes me nervous because I’m always afraid that I’m going to break it because I’m
clumsy!” He shook his head and laughed. The bell rang and both Emily and Henry thanked me
for letting them stop by. Henry said “I’ll be back.” Later that day, I found a detailed drawing of
“Vegeta” (another character from the series) slipped under my door…

A Short Story: Ripple Effects
It was the May of 2019 when I was asked to pose for a post-concert photo with two 7th grade
trombone students (whom I will identify as Alexia and Natalia) who were new to the band
program that year, and both of whom were in our ELL program. Alexia is Raul’s sister, and she
had her entire immediate family in tow: her mother, her father, her aunt, and her brother, who I
would learn that night was Raul. Natalia’s mother hails from the Dominican Republic was also
included in the group as they had all become friends throughout the course of the year, and
would often take turns dropping off/picking up each other’s children at school and band
rehearsals. I hastily made sure I wiped my perpetually sweaty forehead with a paper towel I kept
in my pocket for such occasions, as these impromptu celebratory debriefs and photo-ops had
become an expected post-concert ritual for families and parents.
I proudly wrapped each arm around each of these students and took a pause to consider
the honor, that is to being asked to stand with the children of these families. I noted the smiles
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and happily-rapid chatter accompanying the moment that consisted of Spanish being translated
to me by the students. “Mr. Luckey, my parents want us to move a little to the right, sorry, my
dad’s a perfectionist.” “Hey, let your parents do their thing here, they’re proud of you, and they
want to remember, nothing to be sorry about kiddo.”
After the photo is taken, both students yelled “Thank you, Mr. Luckey!” and each
likewise gave me a hug with near-concerning strength. I joked, “Ugh! Easy now, I’m getting old
and delicate fagadssakes!” Immediately after the photo, I was met with hugs and handshakes
with the rest of the family. Alexia called over to her brother, a short yet strong-looking young
man with closely cropped hair who was grinning with anticipation in our direction, “Get over
here-this is Mr. Luckey!” She then looked back to me and said with a semi-eye-roll, “This is my
brother Raul. He wants to join band next year and wants to play some kind of saxophone, some
guy he likes on Youtube plays it.” I responded in Raul’s direction, “Oooh, cool, who’s the dude
you like on Youtube man?” Raul excitedly took out his phone with a pre-cued clip, ready to to go
which I immediately recognized. The clip featured a musician who had started to go viral a
couple of years ago by the name of Leo P. (Leo Pellogrino) who is famous for being a bit of a
spectacle on stage, to put it mildly. This clip shows the tall and slender young man in his 20’s
performing “Moanin’” (a famous jazz standard) on the baritone saxophone (the largest of all
mainstream saxophones and is usually as tall as your average-sized 3rd grader), with a loudly
pink suit and a flaming shock of matching pink hair, simultaneously playing and dancing as if
possessed by the spirit of James Brown himself.
“I know the trumpet player of the band this guy plays with! They’re called Lucky
Chops!” Raul looked up and asked, “Oh! You seen this?” “Heck yeah, I love these guys! So,
you’re telling me you want to play that monster of an instrument?” “Yeah! If I can, but do you
have this?” “Not only do we have that, but we have one that is brand new and is all yours
because I know your parents will make sure you practice!” Raul beamed, and then vigorously
shook my hand, “Oh yes, I’m so excited, thank you so much!” “Thank you for wanting to play
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man, I think we’re going to have a lot of fun!” I could not see at that moment, nor do I think I
ever could see the potential for what would follow after that seemingly small interaction.
Theme One: Social Anxiety, Self-Consciousness, and Frustrations of Middle School
ELL Band Students
Findings indicated that the participants experience feelings of self-consciousness, of
being watched, and expressing social anxiety. As the line of questioning in the writing prompts
advanced to where the students were encouraged to share some vulnerabilities such as “Tell me
about when you feel you don’t belong” and “Tell me about when you get frustrated (could be
home, school, anywhere!),” it soon became clear that these vulnerabilities were areas of concern
not only for adolescents but especially ELL students who feel as if they stand out amongst their
peers who were native English speakers. My observational field notes document some of this
frustration within the bandroom, and the interview with Emily likewise shares how ELLs need to
feel they are supported, celebrated, and belong in order to thrive in school.

Within School
Being Watched at School. A distinct theme of being worried or mindful of other peers
or people watching these students emerged. Findings included several statements that indicated
a strong aversion to the feeling of being “watched” or their peers bearing witness to their
confusion in math and science class, classes where they may not feel the most comfortable. In
this section, I compare experiences of belonging both inside and outside of the band room.
Henry’s Writing Prompt Response. When asked to respond to the prompt, Tell me
about a time you have been frustrated.” Henry shared “i will go to school at school I get
confused, math, learning something new after you pay attention” and once again mentions.
Henry makes clear mention that it is at school when Henry experiences frustration in math class,
despite his paying attention. ELLs often experience frustration as Washburn (2008) similarly
describes in their work which mentions a course the author designed to promote empathy in
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preservice educators (whose primary language is English) that is described as a language shock
class that is taught utilizing Mandarin Chinese.
Raul’s Writing Prompt Response. Raul indicated that he experiences frustration when
he perceives that he is being watched by others. When asked to respond to the prompt, “Tell me
about a time you have been frustrated.” he stated, “When I get frustrated I don't like people
looking at me. I do bad things and I try to calm down. At school i hate went i am at school a get
frustrated because everybody is watching.” I interpreted Raul’s expressing “i hate when I am at
school” as feeling surveilled as he also directly stated that he gets “frustrated because everybody
is watching” as self-consciousness. Schmidt (2018) identifies acculturation as a traumatic
process that ELLs often experience, and with consideration, this acculturation is the phenomenon
of ELLs feeling surveilled and self-conscious in the company of other students to whom ELLs
perceive to already belong.
Other People. With regard to the prompt, “Tell me about when you feel you don’t
belong.” Henry stated, “some time i feel i dont belong is when i'm meeting new people”. Raul
likewise responded with saying, “When people look alot and I get uncomfortable. I feel like they
need to tell me something.” Both of these statements involve other “people”, with Henry
specifically mentioning new people and Raul mentioning people who “look alot”. In other
words, the people that both of these students mention indicate they feel uncomfortable, which I
interpreted as social anxiety, which is likewise consistent with Feurverger’s (2011) research that
sought to offer a glimpse into the lives of students who recently arrived from different racial,
linguistic, and religious backgrounds to the new context of an inner-city school in Toronto.
Feuerverger (2011) specifically focuses on the expressed traumas and anxieties of the students
regarding “fitting in,” as well as outlooks on circumstances “working out” for the future. In the
following sections, the sub-theme of finding sanctuary at home emerges and is discussed.
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Within the Band Room
Field Notes of Henry and Frustration. Henry did not indicate feeling frustrated in the
band room in his writing; however, my observations indicate that I perceived him to experience
some frustration at the beginning of the school year. I wrote after our first rehearsal in
September, “I perceived (Henry) him as feeling a bit lost during the last class-and he confirmed
this after I checked in with him during lunch. To my surprise, he too definitely had sustained
some musical atrophy as far as a recall for some of the skills we covered last spring.”
Specifically, I had noticed Henry was not playing some foundational rhythms correctly as I
wrote, “I noticed Henry shake his head in disapproval of himself with his eyes still fixed on the
music when he would make a mistake, but he did not ever stop trying and always managed to get
back on track. He certainly was not alone as I was surprised with the class at large with the
summer slide we seemingly sustained, however I was concerned given this was a brand new
experience for him with regard to playing with a large group and I did not want him to get
discouraged.” This was concerning as Henry usually smiles and at times dances while he plays,
and this was the first time that I could discern any negativity or disapproval coming from Henry,
be it of himself, the class, or myself.
Field Notes of Raul and Frustration. After our first rehearsal in September, I wrote, “I
was admittedly a little disappointed during class because I had envisioned him being ready to
jump into the pool with his peers and be ready to swim because we left on such a high note last
year as he was really starting to get going on the bari sax.” I also noted what I perceived as some
frustration being experienced by Raul in this first class as I wrote, “At the end of class, I caught
him on his way out and I pulled him aside and told him that I noticed he was getting upset, and
he told me he felt like he forgot everything, and that he spent a couple of months in Puerto Rico
and was not able to practice.” In this case, Raul specifically mentions feeling like he forgot
everything, which I interpreted as him being frustrated with himself as he had ended the previous
school year, enthused and confident in his developing musicianship. Schmidt (2018) advocates
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for educators to appreciate and understand that it is imperative for ELLs to regain their senses of
connection, control, and meaning as well as argues for the importance of schools acknowledging
traumatic life experiences, and examining how these situations affect the students and their
relationship with learning. Raul’s expressing feelings like he “forgot everything” has
implications with regard to Schmidt’s (2018) recommendation of considering our ELLs
relationship to learning, considering he felt what I interpreted as disconnected to what he had
acquired the previous year. In the next chapter, I will discuss this implication further along with
some others that I recommend we consider when working with ELLs.
Theme Two: Home as Sanctuary
Findings from the participants’ Songline Projects as well as their writing prompts
indicated that the participants identified their homes as places where they felt they could take
refuge from the stress and frustrations of school as well as felt like they belonged. Furthermore,
both students expressed that listening to their chosen songs from their Songline Projects
coincided with memories of being home, and were employed as coping mechanisms to “feel
better”.
Music at Home
Henry’s Song Line Project, Memories of Songs at Home. Henry’s choices for his
chosen songs did not directly mention associations with being vulnerable, within his Song Line
Project (Figure 4 and Figure 5) though he did mention songs he utilizes that are associated with
some negative feelings. Specifically, he mentions the song “Devil Eyes” and that he would
listen to this song when he was bored. “It reminds me of times when I am bored, and I start
talking very lowly.” I asked him, “Can you tell me more about this song and why you like it?” to
which he replied, “It’s just that, when I am frustrated, bored, I feel better listening at home.”
Henry’s selection of “I Am Begging” by Måneskin is associated with the memory of, “I think of
this song when I am begging my mom to go outside.” Interestingly, he lists the age he was when
remembering this song as a range going from 7-13, which would be from his time in New York
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to current day. Another of his choices was the song “I Am Falling” by Trevor Daniel where he
writes that his associated memory “reminds me of when I was in 5th grade in New York.” I
asked him why this song reminds him of New York. He replied, “It reminds me of being in New
York with my Dad and when I miss him.” Henry is aware that music can serve to soothe
emotions like frustration, boredom, and homesickness which is similar to the findings of Henry
et al.’s (2021) study which measured the use of music in mood regulation as a coping mechanism
in the United Kingdom during their imposed lockdown as of consequence of the COVID-19
Pandemic. The authors’ findings indicated that “music may be a tool used for cognitive
reappraisal during lockdown. Music’s emotional qualities and ability to facilitate self-reflection
and affect regulation may be encouraged by positive mindsets that seek to clarify and understand
the present experience through positive or reflective engagement with music, as well as for the
purposes of entertainment” (p.13).
Raul’s Songline Project, Memories of Songs at Home. In Raul’s chosen selections
(Figure 2 and Figure 3) three out of five of them mention memories associated with being at
home, or in Puerto Rico. Raul mentions in his first selection (“Can’t Stop This Feeling”,
performed by Justin Timberlake) that his associated memory was “ Christmas on the radio at
home and singing it”. Another of his choices was the song “No Hay Cama pa Tanta Gente by El
Gran Combo de Puerto Rico” and his associated memory is “This was like in christmas went the
hurricane maria was past and I heard this song in my grampa truck”. His final selection was a
song called “El Preso” where his associated memory was “Listening to it in my room in Puerto
Rico.” I asked Raul why he liked the song “El Preso”, which he said, “It's just a common song
where I’m from and I like it. It’s sad but still I like it.” Raul’s selections are consistent with his
contributions from his writing prompts which invited the students to share parts of their culture,
however, those findings will be discussed in another section of this chapter. Specifically, Raul’s
responses are consisted of music, holidays, and food preferences that are derived from Puerto
Rico.
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Home as Sanctuary
Escaping to home was expressed by both students in their writing prompts. The prompt,
“Tell me about the best part of your day and week!” was issued earlier on in the study, and both
students volunteered their shared relief that they would find in making it to the end of the week
and their homes.
Raul’s Writing Prompt. Raul stated, “The best part of my week is Friday because it is
the last day of school in the week. The best part of my day is when it is time to go home.” In this
response, Raul indicates that the best day of the week is Friday as that is the last day of the
school week, which I interpreted as school being the primary location of Raul’s previously
expressed vulnerabilities. This was made especially clear in his follow-up sentence, the best part
of his days being “when it is time to go home” which I interpreted as Raul finding sanctuary in
his home from his expressed anxieties experienced in school.
Henry’s Writing Prompt. Henry wrote, “The best part of my life is that I play games
and do drom. (drums) In Henry’s response, he answers the prompt which asks about the best
parts of the day and week with regard to the best parts of his life. In this response, Henry
identifies the best parts including playing “games and do drums.” I asked Henry what kinds of
games he likes to play to which he replied “mainly video games.” The [sic] best part of my week
is that i go to norco (New York) [sic]. Henry identifies going to New York as being the best part
of his week, which is usually during the weekend as he visits his father who resides there on a
semi-regular basis. Henry also responded to the prompt, “Tell me about when you feel like you
belong.” “when i feel like i belonis when i'm at my howes (house) in when i am in band
” In this response, Henry identifies his house first as the place where
he feels he most belongs.
Theme 3: Thriving on Positive Reinforcement and Trust with Adults
Findings of the participants thriving through positive reinforcement were potent with
regard to both students as they were discerned in their written responses, my field notes, and
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were consistent with the contributions from Emily’s interview. The mothers of both students also
indicated that they largely trusted the teachers and the school with regard to the services
provided for the children which I discuss in this section.
Adults Providing Positive Reinforcement
Writing Prompt Response. About mid-way through this period of engaging in our
writing prompts, students were prompted to, “Tell me about the adults in your life that you feel
support you the most. What is it about them that makes you know they support you?” Another
asked the students to “Tell me about the last time you were proud of yourself.” Below are the
responses from the students accompanied by an analysis.
Henry’s Writing Prompt. Henry wrote when responding to the prompt, “Tell me about
the adults in your life that you feel support you the most.” He replied, “my life is not that in
treating (interesting) it (is) still lif (life) Ms. Emily, Mrs. heiss, mom, and dad, Mr. L they nic to
me.” Another prompt asked the students to “Tell me about the last time you were proud of
yourself.” He wrote, “when I am do somethig (something) that I am not usully used to and
teacher tell me i did good.” In Henry’s responses, he identifies adults who are nice to him which
I interpreted as adults who are supportive to him. These adults included his parents and his
teachers because they were “nice” or supportive of him. This theme of adults being supportive is
one that carries with it, potent implications that I will discuss further in Chapter 5. Regarding the
prompt, “Tell me about the last time you were proud of yourself.” Henry makes mention of this
happening when he does “somethig (something) that I am not usully used to and teacher tell me i
did good.” I interpreted Henry describing doing something that he isn’t used to as engaging in a
new activity or skill. This notion of cultivating esteem and pride when engaging in a new skill is
consistent with Leclair et al.’s (2009) recommendations in their study that compared the
classroom perceptions of ELL students and general education students using the ClassMaps
Survey (CMS). In this study, the authors recommend educators to encourage ELLs to be able to
engage with practicing new skills as they state “...frequent opportunities to practice new skills,
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may allow ELL students to overcome some of the struggles that they face in U.S.schools”
(Leclair et al., 2009 p. 568). In this way, Henry directly communicates that he feels proud when
he is successfully able to “do” or perform a skill that is new to him.
Raul’s Writing Prompt. Raul wrote regarding adults, “I think first is my mom and my
dad. They did all for me even when they left Puerto Rico for me. They always had to bend there
even when we didn't have the money and experiences to live here. The thing that makes me
support myself is when I can talk with them and they always say something good to me.” Raul
wrote regarding being proud of himself “The last time I fell proud whas at a google meetings
with my teacher. They were talking about who I am and how I am. They were talking a lot about
me and that feels good wend somebody talks about you greet (great).” In his response, Raul
immediately mentions his parents and expresses what I interpreted as his appreciation for “all
they did for me”. He acknowledges his parents' efforts and being able to support him “even when
they didn’t have the money”, as well as recognizes that he feels proud when his parents “say
something good to me”, which I interpreted as his parents verbally supporting him. Like Henry,
Raul mentions his teacher, although does not identify who, however similarly (to Henry’s
response, mentions that it “feels good when somebody talks about you great”. I interpreted this
as the support and affirmation that Raul experiences when his teachers provide him with positive
feedback and reinforcement. In the next section, I will discuss Emily’s contributions from our
interview which further emphasizes the importance of these relations
The Necessity for Positive Relationships with Adults
The responses from both students highlight the necessity of healthy and culturallysituated relationships between adults and adolescents. Regarding connection and healthy
relationships with students and educators who engage in Trauma Informed Instruction, WaltonFisette (2020) reminds us that “We may not be able to connect with each student, but we can
certainly have an impact simply by believing in them and encouraging them to succeed” (p. 14).
Healthy and positive relationships facilitate learning as discussed in Immordino-Yang et al.’s
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(2019) conceptual paper that develops their concept of SEL. The authors utilize a developmental
framework of current evidence on fundamental and ubiquitous biological constraints and
affordances of our nervous systems, as they liken the adolescent brain to a garden with which its
curator is informed by epigenetic forces (Immordino-Yang, Darling-Hammond, & Krone, 2019).
This phenomenon where neurons are being either reinforced or pruned is known as neural
pruning (Robinson, 2017). With this recognition of the importance of positive relationships with
adults, exerpts from my relective field notes (from the night of our winter concert) that align with
this theme follow:
Both Raul and Henry showed up at the same time, excited and ready to go tonight. I
asked each of them as they came into the high school band room ‘You fellas look terrific,
are you ready to go, cuz you certainly look it!’ They both smiled and said yes. Raul said
‘Yes, but I’m a little nervous!’ I said, ‘sure you are-this is your first concert, that’s
normal, but just know this, you’re ready and you’re going to do a beautiful job tonight!’
Henry said “I’m not that nervous, just a little nervous”. I said ‘you got this man, you’ve
been ready since November, we’ll do this thing together’. He said ‘Okay and then we first
bumped’.

In the following section are the contributions from Emily’s interview where she further
emphasizes these themes and the importance of ELLs feeling supported through trusting
relationships with adults.
A Vested Interest in ELLs
Unique Needs. Providing further context to the lived experiences of our primary
participants as well as providing multiple perspectives, I conducted an interview with the
participating students’ ELL teacher whom I refer to with the pseudonym Emily. Her background
of teaching at the Elementary level and Early Childhood helped prepare her for some of the
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challenges of how to best approach teaching middle school ELLs when teaching bilingual first
graders. The first question asked in this interview was “What brought you to the academic realm
of ELL and how long have you been teaching ELL?” Below are excerpts of her responses:
I love making the connections. I think that's one of the joys of the position is to feel like
maybe you are serving as an advocate for our students and our families and also, you
know, maybe standing between them and the world or system that's very confusing to
them.” The basis of language, culture, and the appreciation for teaching students where
they are in the present moment are all skills necessary for teaching ELLs and addressing
the students needs. Teachers who are better equipped to attend to their students needs
enhance each child’s educational experience by providing what they individually need.
An ELL Teacher’s Reflection of Her Student’s Experiences with
Respect to SEL and Trauma Informed Instruction. Findings of the experiences of students
from the perspective of our ELL teacher rendered responses that strongly aligned to SEL and
Trauma Informed Instruction. Emily’s responses to the interview indicated the premium she
places on the need for her students to experience “connection” with consideration to educating
the “whole child”. In her responses, thematic tenets of Social and Emotional Learning, as well as
Trauma Informed Instruction, were reflected throughout. Many of her responses aligned with the
characteristics of Social and Emotional Learning.
Social and Emotional Learning, Social Awareness, and Teaching the Whole Child.
Emily’s responses to the questions of this interview readily display the premium she places in
her professional practice for social awareness. She stated in our interview on the importance she
places on ensuring that her students By encouraging the classroom as a safe space where students
are included, appreciated, and valued allows learning to continue; another essential element is
that of community.
Establishing a classroom community is likewise crucial to Emily’s students as she states
when asking what she does to develop this that she has tremendous" respect for each student that
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comes into my classroom that we try to teach respect" and strives to ensure they are "just feeling
safe, being seen, and feeling welcomed." Continuing with this theme, she mentions regarding
diversity “we can celebrate those kinds of differences. I think we need to respect and have value
for the differences that are out there as well. So that children don't feel like when they're stepping
in because they're really stepping into a whole new world and they need to feel like this is a
world that is welcoming to them.” Both together as a whole and as an individual, they become a
significant part of the school community.
Emily approaches her students with a holistic lens that emphasizes the significance of
being present. She states that she makes a concerted effort to “try to understand that whole child.
Whoever these children are, try to understand them as much as possible because that will help
you to make choices about how you can help them and serve them in your classroom. I think we
have to keep uppermost in our mind. No, it's not all about my math lesson right now, but it's also
about you know me as a person and what I'm experiencing right now.” Making sure a student’s
needs are being met physically, emotionally, and mentally is crucial before any learning and
growth can take place.
Maslow Before Bloom: Trauma Informed Instruction and ELLs. “During the
pandemic, many wise educators have promoted the significance of remembering ‘Maslow before
Bloom.’ Suggesting that this is a time to put student safety and socioemotional needs before
‘textbook’ learning” (Mann et al., 2021, p. 448). Emily emphasizes the significance of
establishing an environment that encourages educational growth by first recognizing that
learning will not occur unless the fundamental needs are being met. She states, “If a child doesn't
feel safe or isn’t feeling comfortable or is feeling isolated certainly that's going to shut down that
door of opportunity”. She speaks of the importance of establishing this environment from the
onset. She says, “I think the most critical time is that first welcome into the school.” And for
students new to not only a school but perhaps the state or the country, feeling welcome is
significant.
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She is also acutely aware of the potential trauma her students may either have or are
currently experiencing. She said, with regard to her students,“their own experiences that they
may not be comfortable, you know in certain situations or that kind of thing. So those are things
that we just kind of have to step back and look at.” She likewise mentions the significance of
“taking into account backgrounds and potential subjects that may not be comfortable for
students.” Regarding the context of our current political and physical environment in the wake of
Covid-19, she mentions specifically consideration to students acculturating “and when you have
to leave [a place you consider home,] it is traumatic and it can be very overwhelming. There are
a lot of other concerns and burdens that are weighing on people and that includes kids and
whether or not they're expressing it or how they're expressing it. There's a lot of anxiety. There's
a lot of you know just upheaval right now and I think we need to keep that in mind." She also
states, "certainly this is much more pronounced now in the times that we're experiencing now
because there is so much trauma going on out there. I'm concerned about how much information
they're taking in in terms of, you know, either through social media and bombarded with other
information and how much of that information is accurate and what they're doing with that how
they're processing that so there's just a lot of things for them." This significance that Emily
places on considering current events is highlighted in Darragh & Petrie’s (2019) work which
encourages educators to always be mindful of such conditions with respect to ELLs. This
consideration will be discussed further in Chapter 5.
Establishing Trust with Middle School ELL Band Students
In the Writing Space. One of the ways trust was formed with the middle school ELL
band participants was through interaction with writing prompts. This allowed students an
environment to share in a place free of judgement that allowed them self-expression and the
opportunity to practice their developing writing skills. The first of the writing prompts followed
a line of questioning purposefully designed to begin with the lowest amount of traumatic risk to
the students. To this end, the first writing prompt given was asking the students to “Tell me
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about your family! Do you have siblings? Pets?” With this question came answers that most of
which were already known from previous engagements with these students from when we began
working together in the Spring of the last academic year. Both students dutifully answered as
such, but what stood out was how the students volunteered the preferential quirks of their family
members.
Student Writing Responses. Henry included in his responses “my mom favet cole
(favorite color) [sic] is red and he (dad) do not like cats.” In Henry’s response, he immediately
shares personal preferences of his parents that are unique to them as individuals. I interpreted
Henry’s willingness to share such individualized information as readily as he did, as trusting in
that he felt relaxed enough to willingly contribute. Likewise, Raul shared his family’s disdain for
familiar by-products of our 4-legged friends, “A (I) [sic] live with my mom and dad a (I) [sic]
don't have pets because my family don't like all the hair.” I interpreted both students' willingness
to share their family members’ quirks, no matter how seemingly trivial, as an important step in
laying the groundwork for developing a writing environment where the students can feel
comfortable and write freely as well as have new practice space for language without fear of
judgment.
Parents Trusting School
Findings indicated that both parents of the students in this study largely trusted the
teachers and the administration in school. When asked the question “How do you feel the school
does with supporting your child?” both parents replied with being overall satisfied with our
school. Linda said “All the time, actually. I like the way they treat them... Starting with the
treatment and the services they provide for him, that they will look out for him. And the
dedication of the teachers. So, yeah, thank you, thank you very much for that.” Linda expresses
her “liking the way they treat them” which I interpreted as the approval of the way in which our
school district is able to provide for her daughter and son. She also articulates being appreciative
of “the dedication of the teachers”. Maria stated, “Well, I just know that the child does a good
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job, especially always having the assistance from the teachers that he needs. I do believe that's a
good job.” I also asked both parents if they might be able to think of a time our school could
have done a better job at supporting their child and both parents were seeming without any such
instances.
Linda said, “No, actually I feel very comfortable with you and school. All the support
that he needed you were able to provide, so I'm very happy about it.” Maria said, “That the
school to just continue to work harder, and so the child can continue to increase in the level.” I
interpreted this as a sort of “continue staying the course” kind of statement. These responses
from the participants’ mothers indicated an overall approval with regard to how the school is
able to provide for their children, however, there were limitations to these interviews which are
discussed in Chapter 5. Nevertheless, the expressed experience of shared trust between ELL
students, their parents, for the teachers in our educational community seemingly boded well for
the ELLs in this study as I will further describe in the next chapter.
Theme Four: Affirmation Through Sharing Culture
Genrational Differences
Henry and his Mother. The findings of the students experiencing affirmation through
sharing culture emerged as prompts encouraging the students to share their familial traditions as
well as musical memories rendered varying depths of data. With regard to familial traditions,
Henry opted for topical responses such as “Chicken, pizza, halloween, christmas, but birthdays
ok.” and “my family like music the music that they lason (listen) to is the tip (type) of song to
you can saints (sing) to.” I initially interpreted Henry’s reticence to share his Haitian culture as
having implications relating to possibly attempting to forget and acculturate to American culture;
however, upon the process that coincided with peer review, there are likely many reasons for
why he chooses to mainly identify with decidedly American preferences, with the most probable
reason being his lack of time he spent in Haiti relative to Raul’s time in Puerto Rico. I did not
ask Henry why he did not mention if there were any culturally Haitian traditions he identifies
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with or celebrates for fear of potential retraumatization or implying any kind of disappointment
with his responses. His mother clarifies in the next section that though she tries to share Haitian
music with Henry, he prefers American rap music.
Raul’s Responses in Regard to Culture. Raul’s responses included what I interpreted as
the manner in which he describes his culture with enthusiasm. He stated “I just live in Puerto
Rico with my family but we moved to america. Puerto Ricans celebrate the three kings day on
Christmas we eat.Rice with rice mix with beans. you can also add puertorriquenos,small
meatballs, Puertorican cuajito, Ext... There are a lot of things you can't add to the food in Puerto
Rico.” Regarding music, Raul wrote “A lot of people like to listen to Meringue, salsa, bachata
and reggaeton. I don't like reggaeton but they have that. Sometimes they make music with some
Puerto Rico instruments call.Plena, guiro and the Cuatro guitar PR. This is my culture and my
music.” He later wrote “Yes, my family likes tropical music. What type of music do they listen
to? My family listens to bachata, salsa, and merengue. They like them because they are more
clean and they like old music because they are . Very old genres that have been heard for years.
Does anybody sing or play an instrument? Yes my uncle plays the trumpet he doesn't remember
a lot but he knows some things about it.”
In this entry, Raul took pains in describing in detail, samples of cuisine, traditions, and
genres of music, all of which derived from Puerto Rico. He also shared his earliest musical
memory by writing. “In 3rd grade in Puerto Rico was the fist time i touch a instrument thats went
a star enjoy music. It was very fun i play the flute now i dont like alot flutes but I still like
music.” Raul is prolific with his listing of holidays, genres of music, and dishes native to Puerto
Rico. Moreover, Raul volunteered that he enjoyed sharing this kind of information in one of our
lessons as I thanked him for ‘taking the time to teach me about you’. Raul stated, “It’s fun and
nobody ever asks except for you and Mrs. Emily and I like to talk about that stuff that comes
from where I am from.” I interpreted Raul’s enthusiasm to share parts of his culture as his
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experiencing affirmation. In the next section, I point to how Emily recognizes, (in our interview)
the necessity for ELLs for this manner of cultural recognition and affirmation.
Culture from the ELL Teacher Perspective. As stated earlier, Emily ensures that her
ELLs “...are valued, they are respected for who they are. They're bringing in with them a very
unique background. They're bringing their own Heritage their own culture. All those kinds of
things, and I want to make sure that they understand that this is a place where they will feel
welcome and they will feel you know, hopefully, they will feel safe and connected.” In her
statements, Emily focuses on the individuality of each student and their “very unique
background”. She does this by regularly honoring and celebrating her students’ respective
cultural heritage and recommends such recognition and affirmation is practiced by all educators
who work with ELLs.
Within the Band Room
Field Notes. As a response to my early concern about the summer slide and the
frustration that I perceived from both of the participants, I knew that cultivating confidence and
trust through one on one lessons would be necessary as I knew both students to be especially
comfortable in that particular environment from the previous year. My notes on both of these
respective “catch-up” sessions seemingly verify this need. On our first one-on-one lesson with
Raul, I wrote, “We had our review lesson, he told me about his trip to Puerto Rico. We had an
exchange of getting back to the basics by reviewing some foundational notes (primarily the
concert Bb scale) and his upbringing with Puerto Rican Christmas music in bachata and
merengue genres. He said he was going to bring in something next week to show me-I could not
necessarily understand if it was going to be a recording or an instrument, but I look forward to
him sharing part of his heritage with me.”
Likewise, with Henry, upon having the first one-on-one lesson I wrote “we got right to
work and he quickly was able to grasp some of the foundational things we did including stick
grip and counting. He has fun during lessons, and he makes sure I have fun too. It's almost as if
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he reminds me to not take what we do too seriously, otherwise, it won’t be fun-I’m grateful to
teach this student. He also taught me how to count to 4 in French Creole and laughed at my
expense as I struggled while he coached me on my pronunciation.” With regard to both of these
students, our first one-on-one lesson was one that included an exchange of connection and
cultural sharing, and my aim was to ensure they felt that they belonged in this program.
Raul’s Sharing in Class. In mid-October, Raul asked if he could bring in a guiro from
Puerto Rico. The following is from my reflections in that class. “I replied ‘Of course, you can!’
He indeed brought it to the next class and showed it to me. It was made of metal and he proudly
told me he brought it with him from Puerto Rico. He played it for me, as students were getting
set up for class, and because it was such a strong and cutting sound, it caught the attention of his
peers. They all clapped for him and he just beamed.” I believe this experience of his peers
clapping for Raul was one that provided him affirmation at a group level and was likely one of
several crystalizing experiences for him.
On 11/9, Raul gifted me with sweets from Puerto Rico. I wrote, “It was a whole 1-gallon
freezer bag filled with cookies, cylindrical lollipops with sesame seeds in them. He told me he
and his mom threw that together to thank me-I was floored. I know from discussions with my
ELL teacher colleague that money is tight for him and his family. I was truly touched. We were
talking about trick or treating the other day and he talked about some of his favorite candy and
he said he loves those lollipops. Unbelievable.” My positive reaction along with the students who
clapped for Raul after playing his guiro are other examples of the affirmation I perceived that
Raul had experienced in Band. In the next section, I offer the contributions from the mothers of
the participants and their shared reverence for music.
Participants’ Parents Shared Reverence for Music
Both parents in the interviews indicated placing a strong value on music, as well as
sharing music with their children. The first question I asked both parents was “Can you please
tell me about your experience with music” to which I would follow up “What kind of musical
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experiences have you shared with your child?” Linda replied, “Well, I really like music. I really
like it, and it always hold my attention.” And, to the follow-up question, she replied “Well, when
I was in high school, I took for a very short period of time trumpet classes, and I like it a lot, and
I share with him... Well, it was not that I didn't like it, it was just that I didn't dedicate that much
time, but I am glad they are in the band doing this.” Maria responded by stating “When it comes
to musical experience, I personally listen to my cultural music, like Haitian music, but when it
comes to Henry, he listens to rap and other kinds of American music, so we don't really have the
same taste in music.” To the follow-up question, Maria replied “The only thing is that when it
comes to the holidays, especially on Christmas, I do let my son listen to the music, Haitian
music, and I also show him how it stands, and also I let him know who sings it so he could be
aware of the person who sings the songs.” Music allows generations to bond and the cultural
appreciation of shared music takes precedence. The value within that is essential to families
maintaining cultural ties to tradition and their heritage.
Theme Five: Places of Belonging in the School and in the Band Room
Outside of the Classroom Setting
Field Observation of Participants’ Lunchtimes. Findings of social and engagement
and belonging outside of the bandroom as perceived by me follow as I conducted two field
observations that took place in November of 2021 in the school cafeteria; one during 7th-grade
lunch and the other during 8th-grade lunch, each of which was thirty minutes. I also made a
practice of noticing whenever I was within an eyeshot of these two students during transition
times such as my morning duty which takes place every morning outside one of the front
entrances to our building as well as whenever I was in the hallway. From these observations,
several patterns of behavior were able to be discerned.
Henry’s 7th Grade Lunch: Friends of a Musical Feather. The time slot with which 7th
grade gets to have lunch is one that is decidedly more docile in terms of decibel levels when
compared to 8th-grade lunch duty. I was able to attend this particular lunch period during one of
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our Day 4’s, which is when my day is dictated by the 7th-grade schedule as that is the day where
I teach all “experienced” (as compared to beginner) 7th-grade students. On this day, a colleague
had to tend to a family medical emergency and consequently needed coverage, so I took the
opportunity to be there in their stead as well as get a snapshot of how Henry fares and functions
during his lunch.
The first and most significant thing I noticed about Henry was the students with whom he
was sitting, of which there was a good amount, and those of whom were in band with him. I
wrote in my observation, “I was pleased to see that Henry had blossoming relationships with
students in band that extended beyond the bandroom. Among the students at his table included a
student I will refer to as Harle who like Henry, is also from New York and a brand-new trumpet
student, Allen, a student who is in his section and lives in the same locale as Henry and walks
with him most mornings, and Daniel, another student in his percussion section.” In my
observation, I noticed what Henry was eating, which was a hamburger, as well as the animated
nature of his table’s collective conversation. “There was minimal and friendly natured horsing
about, arm wrestling, and laughing.” Henry caught sight of me and waved me over and asked me
to arm wrestle him.
I wrote that “I had to oblige after all the other students were jokingly egging us both on. I
asked Henry to ‘please go easy on me because I’m a lefty and that I’m getting old and delicate’
to which he laughed and said ‘No, no, you’re not that old.’ We arm wrestled and I let him
‘almost win’ by keeping my hand up just above the table. I admittedly had to work hard as he is
definitely strong for his age. After some of what I thought was a convincing show of effort, I
ultimately let him beat me, but he accused me of going too easy. I told him he wore me out. He
first bumped me which was accompanied by a round of applause from the table. The students
went back to their own conversations and then moved outside for recess for the last 10 minutes. I
migrated outside and saw Henry and his cadre involved in a spirited game of Gaga ball which
they happily played until the bell rang.” I believe it is worth noting that Henry’s social circle at

79
lunch consisted of students whom were in band, one of which who lives near him and is from
New York.
8th Grade Lunch: Other Social Circles. This lunch period is one that requires more
active monitoring as I spend five out of our six days a cycle on 8th-grade lunch duty. My
protocol for lunch duty includes check-ins with students as I visit each table. On this particular
day, I focused on Raul to see how he was getting along during lunch. Like Henry, Raul opted to
sit with students with similar backgrounds relative to being ELLs whose primary language is
Spanish-speakers. They opted to sit in the repurposed faculty room across from the cafeteria (a
social distancing measure our building took so as not to overcrowd the cafeteria). This group of
students included: Randal, a student who at one point was a brand new band student two years
who played tenor sax; Jackson, a drummer I had started two years ago; and other students of who
I did not know from band but recognized as students who often visit one of our staff members
who I will identify as Ramon. Ramon works for "Communities In Schools," and I see Raul
checking in with Ramon from time to time as well. I could hear almost all of them speaking
mainly Spanish to each other. Raul opted for the hamburger as well, and like Henry’s table, an
especially vivacious conversation was being had with loud laughter and big smiles. I could not
discern what they were talking about, but they were obviously in good spirits and enjoying their
social time. When it was time to head outside, this table opted to stay in because they said when
asked if they wanted to go out. “No way mister, it's way too cold!” I told them that I agreed and
understood. They went back to their conversation and goofing around, with Raul completely
blending in with full participatory zeal. In this particular setting, Raul had less students in band at
his table relative to Henry’s, but more students who spoke Spanish natively as he did. Both
participants both found belonging with friends in band and Raul found belonging with other ELL
students, as well as inside the bandroom.
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Finding Belonging in the Band Room
The finding of feeling a sense of belonging was likewise expressed in the writing of both
students. Henry’s responses to the writing prompts tended to be short relative to Raul's; however,
Henry expresses in his writing what I interpreted to be feelings attributed to self-pride, safety,
and fun, regarding his involvement with the band. One of the first prompts asked the students to
“Tell me about the best part of your day and week!” To which he replied, “The best part of my
life is that I play games and do drom.” In response to a similar question on belonging, Henry
volunteered that “when i feel like i belonis (belong) when i'm at my howes (house) in when i am
in band

” In this response, Henry firstly identifies the home as a place

where he feels he belongs as well as mentions the bandroom. Henry likewise responded to a
prompt about his favorite classes by writing “i like english class becos (because) ms. b is helping
me and they me english and i like band you no why i like band i don't need to tell you.” I
interpreted his reticence to further clarify why he likes band as being attributed to Henry’s
preference for being more comfortable with expressing his fondness for me through the vehicle
of humor rather than being vulnerable with other positive associated expressions. I also believe
he was being truthful in assuming I would know why he likes band.
Raul, responded regarding his favorite subjects writing “First place I have band is my
favorite because I get to play my instrument and I like to practice and get better. But I like
science two because the planets and experiments” In Raul’s statement, he said, “I get to play my
instrument and get better.”, which is consistent with what I have observed with regard to Raul’s
intrinsic motivation he demonstrates at his lessons.
Parents’ Feelings of Their Child Participating in Band. The parents of this study both
indicated positive feelings with regard to their child’s participation in the band. I asked each
parent the following question, “Can you tell me how you feel about your child's participation in
the band program so far?” Linda responded by saying, “Well, I think he feels very well, and I
feel well about it as well about using the band. And I think you both are doing a great job, he as a
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student, and you as a teacher. I am very happy and proud because they have developed several
skills that they didn't develop before.” To clarify “they” in this statement, I had taught Raul’s
sister in the previous year before she progressed to High School. I responded with “Just need to
share this with you. I am the one who is honored to be able to work with students like your kids.
They're both beautiful kids, and they're very talented.” to which Linda replied, “ I'm glad for that,
and thank you so much also for the time that you give to them because they are working more
dedicated than I would be.” Maria likewise shared, “Well, I believe he makes a good choice
when it comes to choosing to be in the band program, and I also let my child do whatever pleases
them. But as long as it's good for them, I just want to be able to support, and I will just continue
to support and let him make his own choice.”
Emily’s Perception of Band and ELLs. I asked Emily in our interview, “Have you
observed or perceived any noticeable changes regarding our students (both current and former)
since entering our band program? If so, what specifically have you noticed?” She responded:
First of all, I want to thank you for all the support and encouragement you gave to our
EL students who were part of the band. You made the students feel welcome as they
began their "journey" with the band. Music is often an avenue in which students may
"shine" especially as they are learning the complexities of a new language. For example,
Raul has demonstrated an increased level of confidence as he has learned to play his
instrument in the band. He is so excited about his first concert in December, and he is
very excited about the trip to Hershey. It is wonderful to hear him talk about all the
things he is learning in band and that he can recognize his progress. Band also provides
a way for students to feel as if they are an important part of our school community, and I
believe this was instrumental for Henry and his socialization. Please let me know if you
need any further clarification. Thank you for giving the "gift of music" to our EL
students.
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In Emily’s statement, Emily focuses on the participants of this study rather than former students.
She mentions that she perceived that the students would feel “welcome” in the band room as well
as have opportunities to “shine” which I interpreted as experiencing affirmation. This affirmation
has important implications when considering the expressed anxieties and vulnerabilities the
participants wrote about in their prompts. She also states that “Band also provides a way for
students to feel as if they are an important part of our school community”, which I interpreted as
band providing a sense of belonging for her students.
Field Notes from the Band Room. The next set of data that emerged from my
reflections and memos were the perceived trajectory of progression. My aim was to provide a
first-person view of the experiences I had as well as of the students, as I witnessed them. In the
entry I wrote after Raul’s first catch-up lesson after noticing he was frustrated I noted, “I feel like
I’m on the right track. We had a one-on-one lesson where he quickly sprang back to life with
regard to his enthusiasm, and here he’s ready to share parts of his culture and his story with me
already.” In this first lesson, I remarked on the change I noticed in Raul’s discouraged
disposition from the previous class. I interpreted Raul’s positive change in demeanor and outlook
as a regaining of the confidence that he belongs in this ensemble.
Although it was mentioned in a previous paragraph, I refer to the same quote as this fits
into this particular theme. After Henry’s first lesson, I wrote “ It's almost as if he reminds me to
not take what we do too seriously, otherwise it won’t be fun-I’m grateful to teach this student.
He also taught me how to count to 4 in French Creole.” On 9/14/21, I wrote after Raul’s class
“After class, I asked him how he felt, and he smiled and said that he felt “really good” and that
“he’s remembering everything again” which did my heart good.” That same day I noted in
Henry’s class. “Henry seemed to swim with the rest of the fish today in class quite well! The
class is still overall relatively rusty, but we’re getting there, so if he’s still rusty, he’s definitely in
good company!” Similar to Raul’s first lesson, Henry seemed to thrive on the reassurance that he
was in “good company”, and that he would re-remember what he had lost over the summer.
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As the memos continue through the months, other noted exchanges that resonated with
themes of belonging that manifested as gratitude and love continue which seemed to coincide
with positive progress, both in terms of the cultivation of relationships as well as progress in
performance. I wrote after Henry’s volunteering to help a brand new drummer that there were
“Lots of laughs and joking around, as well as positive reinforcement and smiles. I am so grateful.
I asked Henry how he felt after the lesson and he said “much better”! I love this kid.” Important
to note, that Henry volunteering to help a new musician (newer than him) was interpreted as not
only contributing to the community of our ensemble but also demonstrating his agency and
ability to the point of which it could be used to guide someone who is new to band. I believe that
was a crystalizing experience for Henry.
On 10/14, I noted having observed Raul demonstrating confidence. “Raul started and
stayed with the group or the entirety of class today, unprompted. I feel successful and grateful
and he looked content and happy. I have nothing else to say.” That same day for Henry’s class: “
He’s focused and cohesive in his section. They’re collectively getting much more confident and
cohesive-here’s to forward progress. And, he thanked me and fist-bumped me before setting off
for his weekend.” Henry, as I mentioned before, engages and likes to be engaged via fun. On
10/22, I wrote “Henry came in and greeted me by trying to sneak la limbo-style as my office has
a half-wall that basically obscures everyone’s torso’s as they enter the room.”
On 10/20, Raul replied after we discussed him playing the guiro for “Feliz Navidad”.
“Okay, thank you very much, Mr. Luckey. No man, thank you, you’re the dude!’ So when it was
time, he jumped back with the percussionists and rehearsed with them for the duration of “Feliz”.
One of the kids pointed to the music while Raul smiled and played….magic happening..” These
outward displays of “fist-bumping”, “smiling”, and “joking”, are indicative to me that the
participants were not only improving or belonging but thriving and even leading.
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Banding and Belonging Together: Tale of Two Performances
Findings of belonging as well as the expressed initiative to continue belonging beyond
the middle school program through performances manifested. There were two performances that
occurred during the time of this study; the first of which was the “8th grade Band Night” which
occurred on 9/24 and our Winter Concert which was held on 12/14. The former is an event that
serves multiple purposes. First and foremost, when 8th Grade Band Night is at its best, it is an
electrifying experience for the 8th-grade students as they perform in the stands along with the
Wilson Senior High School Marching Band, a completely different genre of music relative to the
usual fare in our class, and with much stronger and more experienced players. Secondly, this
performance serves as a driving force for recruitment for the High School Marching Band and
allows for some preliminary connections to be made with regard to both students and staff. In the
month leading up to this night, our 8th-grade students learn several “stand tunes” (songs the high
school marching band plays in the stands during the football games which consists of all kinds of
rock and popular music). The following is an account I wrote from 8th grade band night with
consideration to Raul who is in 8th Grade:
Tonight was our annual performance where the 8th graders get to perform some
stand tunes with the HS marching band. When this night is at its best (which it
was) it usually results in the kids getting overwhelmed with the electricity of
playing with the HS kids, their genuine horsepower of sound, dancing, and letting
themselves go a little and having a terrific time. The night started off with the
kiddos showing up, Raul’s sister whom I had last year led him to the bandroom to
make sure he got there okay! I was so touched to see her excited for her brother
and she gave me a hug. Raul looked both ecstatic and a little nervous. I made sure
that when his tune he felt most confident with (“The Hey Song”) came up, I
jumped on over to make sure someone held the music for him. Once again, he lit
up like a Christmas tree. I checked in with him at the end of the night and he told
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me he “had a blast.” He also told me he wants to be in the HS marching band
next year...I take that as a huge win considering I noticed some nervous
anticipation in his face upon his arrival. Before he left, he said, ‘I just want to say
thank you so much!’ To see the whole night through and come out more enthused
to get on in with those excellent high school kids, I went home on Cloud 9.”
A month and a half later were our Winter Concert which was held on the evening of Dec.
14 at 7 pm. This particular concert was the first concert we have had in two years, and for many
students, the first concert they ever had performed due to the Covid-19 pandemic. On the night
of a concert in any other year, I am usually preoccupied with logistics, equipment, and making
sure the students are physically and mentally prepared to perform beautiful music for their loved
ones; however, on this particular night, my preoccupation was solely on being present and
lapping up every manifestation of the joy that could be rendered from the evening. The students
were very well prepared, all the pieces were in place, and it was simply a mission to collectively
create an aesthetically beautiful experience that both reinvigorated and reminded our students
and our community of why we do what we do. Following the concert, I wrote an account I had
concerning Raul and Henry.
The concert went off without a hitch, and in almost 20 years of conducting and
attending performances, this was the most gratifying concert I have ever had the
pleasure to have been a part of. I took note of both Henry and Raul, and I
watched them perform with their peers. I saw laser-focus, intent, and smiles from
each of them.
During ‘Feliz Navidad’, I almost choked up when the tune broke into the samba
section which was the first of two purposeful and planned misdirections that
night, as this particular arrangement opens up with a pretty chorale, then turns
on a dime into a samba which is announced by a sharp four striked on the cowbell
and then promptly features our percussion section as they break into an infectious

86
groove. Henry is at the congas, playing the pattern we worked on, and he dancing
as he is playing. Raul is grooving with the other guiro players and the shakers,
smiling the whole time. At the end of the performance, which ended with me
surprising the students by slipping into a Santa Suit off-stage while our guest
narrator (who was dressed as Mrs. Claus) ad-libbed in order to give me time to
change. It was Ms. Brown, our choral music teacher who was there to recite the
poem “Twas The Night Before Christmas” as the band played complementary
segments in between the passages. When I came out, I heard an audible gasp
followed immediately by joyous laughter from both students and audience
members alike. It was great, and we got into it, and finished out the night with a
bang. After directing the students to ‘make sure the band room is left spotless so I
don’t receive a nasty-gram from my good friend, the High School band director’,
Henry fist-bumped me and gave me a “bro-hug”. I stole off to the wings of the
stage to slip off the Santa suit and when I emerged back into the hallway
adjoining the stage, I was met by Raul, his sister, and his older cousin, as well as
one of our ELL teachers and a paraprofessional who solely works with our ELL
students. Hugs and thank you’s, compliments resounded and ricocheted all
around, and I was overwhelmed with joy at seeing Raul’s face in the falderal of
everything. This experience was one that culminated in a shared experience with
his family and his teachers. They were exceptionally proud of him, as was I.”
These post performance reflections depict the experiences of the participants of the
students as I percieved them. Regarding the 8th grade band night, I noted Raul’s nervous
excitement as I wrote, “Raul looked both ecstatic and a little nervous.” My percieving Raul
experiencing this joy is reflected in another section where I wrote, “he lit up like a Christmas
tree.”, which both pieces I interpret as Raul ultimately being essentially enamored with
belonging in this ensemble. It is this interpretation that I likewise pair with the conclusion of my
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remarks, “I checked in with him at the end of the night and he told me he ‘had a blast.’ He also
told me he wants to be in the HS marching band next year.” Raul readilly expresses his
willingness to want to join the marching band, which is a coalition of 120 like-minded and
dedicated student-musicians, of which I interpreted as Raul feeling that he not only temporarily
experienced belonging to, but wanted to belong to in the future.
Similar interpretations of the students experiencing the joy of belonging to the ensemble
while performing were also noted on the night of our Winter Concert. I wrote, “I took note of
both Henry and Raul, and I watched them perform with their peers. I saw laser-focus, intent, and
smiles from each of them.” Both students were prepared enough to not only ‘perform with their
peers’ but to do so with the simultaneous combination of concentration, intent, and joy of which
musicians experience as members who not only belong to the ensemble, but to the art of
instrumental music itself.
The findings of this study sought to explore the lived experiences of the participants via a
qualitative casestudy and rendered five distinct themes: Social Anxiety, Self-Consciousness, and
Frustrations of Middle School ELL Band Students, Home as Sanctuary, Thriving on Positive
Reinforcement and Trust with Adults, Affirmation Through Sharing Culture, and Places of
Belonging in the School and in the Band Room. In the proceeding chapter, the implications of
these themes are discussed to with regard to better addressing the needs of ELLs with respect to
music education which is likewise matched with supporting scholarship, as well as
recommendations for accessablilty and future research.
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Figure 2.
Raul Song Project Organizer
(Raul) Songs Throughout My Life
Think of five songs that you have liked throughout your life. You can go back as far as
you want! Please list the song, the age you were when you liked it, what year it was when
you first heard it, and why you liked it so much. Please list them in order!
Google Slide with 1 picture each song
Song 1:
Name of Song:
“ Can’t Stop this feeling” The first time this song was in the troll movie.
Date: May 6, 2016
Singer:Justin Timberlake

How old I was when I liked it:
6
Approximate year that I first listened to it:
2016 september or october
Why I liked it:
The first time this song was in the troll movie. A like this song because a like how the
person sings this song.A like this music because a like the bestes of the song .
Memory: Christmas on the radio at home and singing it
Song 2:
Name of Song:
“I'm still standing sing” Singer:Taron Egerton
How old I was when I liked it:
7
Approximate year that I first listened to it:
2017 in the sing movie
Why I liked it:
A like the voice singer and a like this movie a lot.A like how he touches the piano and

89

the instruments in the song. This songs make me happy and make me move .
Memory- Seeing the Sing movie and I liked it so much I still sing it
Song 3:
Name of Song:
Sunflower Singer:Post Malone
How old I was when I liked it:
11
Approximate year that I first listened to it:
2020 The first time a eir this song was in the Movie: Spiderman into the spider verse
Why I liked it:
A like how the person sing the song .A like how the song is going with the movie. A
like the song and the lyrics .
I watched it on social media and I liked it on social media
Song 4:
Name of Song:
No hay cama pa tanta gente

Artist:El Gran Combo de Puerto Rico

How old I was when I liked it:
8
Approximate year that I first listened to it:
2017-2018
Why I liked it:
I like how the song goes and how people sing.I like this because it is a pretty old song
and a lot of people have heard this song.
Memory: This was like in christmas went the hurricane maria was past and I heard this
song in my grampa truck
Song 5:
Name of Song:
El Preso
How old I was when I liked it:
9
Approximate year that I first listened to it:
2017
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Why I liked it:
Because it was telling a story about somebody in the jail

Memory: Listening to it in my room in Puerto Rico
Figure 3.
Raul’s Song Project Presentation
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Figure 4.
Henry’s Song Project Organizer
Songs Throughout My Life
Think of five songs that you have liked throughout your life. You can go back as far as
you want! Please list the song, the age you were when you liked it, what year it was when
you first heard it, and why you liked it so much. Please list them in order!
Song 1:
Name of Song:
I am begging
How old I was when I liked it
7 to 13 years
Approximate year that I first listened to it:
I don't remember. Probably around 7 or 8 years old.
Why I liked it:
I like it because of how the voices sound in the song.
Memory associated with the song:
I think of this song when I am begging my mom to go outside.

Song 2:
Name of Song:
Devil eyes
How old I was when I liked it:
8 to 13
Approximate year that I first listened to it:
When I was 7 years old
Why I liked it:
I liked it because of the soft voices and the changes in volume.
Memory associated with the song:
It reminds me of times when I am bored, and I start talking very lowly.
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Song 3:
Name of Song:
Smooth Criminal
How old I was when I liked it:
9 years old
Approximate year that I first listened to it:
When I was 9 years old.
Why I liked it:
I like it because it is from Michael Jackson. I also like it because I like when he does
the moonwalk. He also puts so much effort into the song.
Memory associated with the song:
When I hear that song, I think of myself doing the moonwalk like Michael Jackson.

Song 4:
Name of Song:
Falling by Trevor Daniel
How old I was when I liked it:
12 years old
Approximate year that I first listened to it:
I listened to it in 2021.
Why I liked it:
I like it because it helps me to go to sleep.
Memory associated with the song:
It reminds me of when I was in 5th grade in New York.
Song 5:
Name of Song:
Buttercup by Jack Stauber
How old I was when I liked it:
9 years old
Approximate year that I first listened to it:
I was 9 when I first listened to it.
Why I liked it:
I like it because of the voices in the song.
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Memory associated with the song:
When I hear the song, it makes me want to dance.
Figure 5.
Henry’s Song Project Presentation
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Chapter 5
The findings of this study sought to explore the lived experiences of the participants via a
qualitative case study and rendered five distinct themes which I will discuss along with some of
the sub-themes that were especially poignant and connect them to extant literature. I will also
address the limitations of this study as well as make recommendations for not only future studies
but for why and how educators and administrators can begin to make instrumental music
programs more accessible to English Language Learners (ELLs). ELLs are often included in
populations that are frequently underserved, and the purpose of this research is to highlight their
lived experiences to other educators, particularly instrumental music educators and
administrators who may not be as necessarily aware of how ELLs might be missing out on their
respective district’s band programs. These findings were matched and triangulated with the
contributions from interviews with their parents, their ELL teacher, and my observational notes
and memos, all of which point to prevailing themes as discussed in Chapter 4.
Trust in the Writing Space and Parents Trusting School
It was imperative to me, not only for the purposes of this study but for the purposes of
establishing the band program as a place of belonging for the participants, to cultivate a
relationship with these students that was built on trust, as trust is an essential component with
respect to the frameworks of Social and Emotional Learning (SEL), as well as Trauma Informed
Instruction. The research in the literature review regarding ELLs tells us that they bring with
them a spectrum of unique understandings, needs, strengths, and vulnerabilities. To be able to
meet this particular suite of needs, this research engaged to not only reveal findings, but as well
as engage our students with Social and Emotional Learning and Trauma Informed Instruction.
Freely sharing familial quirks and origins pointed this study in a positive direction as the students
seemingly felt comfortable enough to share while practicing their developing capacity for
language in this writing space.
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My lens with regard to being grateful with regard to establishing trust and a bit surprised
was due to the politically charged climate we had been collectively navigating relative to the
time of the study. The participants and their parents gave no previous implication that there
would be a lack of trust, however some of my coinciding course-work as well as supporting
scholarship such as the work by Darragh & Petrie (2019). The authors explored if and how the
instruction of teachers of ELLs was impacted by their students' responses to President Trump's
January 2017 signing of Executive Orders 13,767 and 13,769, which aimed to reduce
immigration and refugee resettlement in the United States. The authors advised educators to
remain mindful of such current events similar to how Emily likewise recognized this context in
her interview when she remarked our current political and physical environment in the wake of
Covid-19, as she mentioned specifically with consideration to our students, “There are a lot of
other concerns and burdens that are weighing on people and that includes kids and whether or
not they're expressing it or how they're expressing it. There's a lot of anxiety. There's a lot of you
know just upheaval right now and I think we need to keep that in mind." She also states,
[c]ertainly this is much more pronounced now in the times that we're experiencing now
because there is so much trauma going on out there. I'm concerned about how much
information they're taking in in terms of, you know, either through social media and
bombarded with other information and how much of that information is accurate and
what they're doing with that how they're processing that so there's just a lot of things for
them.
Just the previous year, there was an immigration crisis at the Texas border that included Haitian
refugees attempting to find safety within our borders, which is why I thought it necessary to
include Darragh & Petrie’s (2019) work in the literature review which encourages us to always
be mindful of such conditions.
When asked the question “How do you feel the school does with supporting your child?”
statements from their parents included statements in the affirmative. Again, it was important for
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me, not only for the purpose of the study but for my overall goal of cultivating the experiences
and relationships that were enriching and communicated genuine care and investment in their
children. To this end, I believe that reaching out to the parents with translation services
demonstrated this intent to at least a minimal capacity.

Homebase is at Home
Both students in this study expressed their comfort could be found in the safety of their
own families and at home. This preference for being at home because it was safe was
communicated early on in the study, which at that time was still in the beginning of a new
academic year and actually being in school full time as opposed to the modified schedule that
was put in place the previous year due to the Covid-19 epidemic. My hope was that the
bandroom would eventually be mentioned as such a place. Henry did mention that he felt like he
belongs when he played drums early on in the study, and this would be made even more apparent
later on by both students; however, I was both touched and concerned by what both of these
students expressed regarding their experiences of social anxiety, frustration, and being watched
as Raul pointedly expressed, “[w]hen I get frustrated I don't like people looking at me. I do bad
things and I try to calm down. At school i hate went i am at school a get frustrate because
everybody is watching[sic].” His statement admittedly broke my heart as it was compounded
with my noticing both of these students being sort of rusty at the onset of the school year with
regard to their musicianship. These findings were consistent with what Washburn (2008) wrote
about with regard to what the authors ELL students experience which included experiencing
feeling alone, confused, and frustrated. Ratliff’s (2021) research explored how This galvanized
my resolve for establishing our classroom community as one that can be an available home base
for these students.
The significance of home for the participants was likewise emphasized in their Songline
Projects. Both Raul and Henry made mentioned memories of being at home with the songs that
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they chose. I did note in my analysis that Raul’s memories of home included those from Puerto
Rico whereas Henry’s memories were relegated to his homes both in New York and
Pennsylvania rather than Haiti. I intentionally did not investigate his reasons for not mentioning
Haiti any further, as it was my choice and responsibility to allow the students to share only what
they were comfortable sharing. To this end, allowing this outlet for the students to express
themselves on their terms while avoiding any potential for retraumatization is consistent with
practices that are trauma-informed.
With respect to the lived experience of our students and the recurrent theme of “home”, I
put forward that those who work with ELLs would do well to consider their instruction that not
only allows for such expression but also provide the opportunity for their ELLs to experience
validation and recognition of such expression, be it through conversations or through writing as I
did in this study. Ratliff’s (2021) work explored how participation in school music ensembles
influenced students’ senses of belonging. The author conducted a qualitative case study on one
high school band program in a predominantly white, higher-socioeconomic status, suburban
school. Findings indicated that social bonds were facilitated through both social experiences and
the prosocial effect the groups’ synchronous music-making. Furthermore, it was suggested that
students’ sense of belonging may be cultivated by virtue of the experience of being involved
with music ensembles in the school setting. The author recommends that school leaders must
consider a vibrant music program not as peripheral, but as essential to the psychological
development of their students. The author stated “While schools seek to increase academic
outcomes, they must carefully consider such programming not as extra, but as essential in
meeting students' needs and thus engaging them in the school environment. (p. 56)
Furthermore, it should be noted that the notion of “home” is (in my opinion) likely to be
especially profound for ELLs as was underscored in both the student prompts and their Songline
projects. The home was the first place the students would identify as places where they belonged
and I believe as professionals we need to recognize this both implicitly and explicitly, and
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hopefully create another potential place of belonging for them, like our band rooms. Likewise,
the significance of making efforts to connect with the parents cannot be understated. Regarding
promoting the home to school connection for ELLs, Gibbons (2010) stated “Creating a strong
foundation which adheres to an emphasis on the home/school connection sends a solid message
to all who are involved in educating that child; Regardless of your language, culture, or academic
level, we will work together as a team to ensure that you succeed. This entire team has
“ownership” over learning and can be held accountable for that child’s progress.” (p. 3) I believe
the exercise of interviewing the parents opened an avenue for them to feel part of their child’s
education.
Affirmation and Sharing of Culture
The research from both a Trauma Informed and a Social Emotional perspective, as well
as recommendations for educators with ELLs, emphasizes the significance of allowing these
students to engage in the validating and affirming exercise of sharing their cultures. Emily
recognizes this need as well when she stated in her interview that we need to make sure that they
feel that they “ ...are valued, they are respected for who they are. They're bringing in with them a
very unique background. They're bringing their own Heritage their own culture. All those kinds
of things, and I want to make sure that they understand that this is a place where they will feel
welcome and they will feel you know, hopefully, they will feel safe and connected.”
Henry was reticent with regard to wanting to be associated with Haitian culture and
music as both I as well as his mother both mentioned in the findings. My guess (as I did not pry
for fear of inadvertently communicating some kind of disappointment) is that this was partly due
to Henry’s wanting to blend in with I suppose what might be considered as mainstream culture.
He spent less time in Haiti relative to Raul’s time in Puerto Rico. Henry’s mother to shared what
she does try to incoperate Haitian music at home, which was juxtaposed against Henry’s sharing
of his decidedly American preferences when it comes to both food and music. Raul and his
parents were especially and enthusiastically primed to share their food and music to the point of
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which the sharing manifested physically, gastronomically, and acoustically in the classroom as
well as on the stage.
Both parents indicated a reverence for music. Raul’s mother Linda stated in her
interview, “Well, I really like music. I really like it, and it always hold my attention.” She also
mentioned her participation with music as a student, “Well, when I was in high school, I took for
a very short period of time trumpet classes, and I like it a lot, and I share with him…” Maria
likewise stated “When it comes to musical experience, I personally listen to my cultural music,
like Haitian music.”
Raul was all too happy to share his culture as he wrote in his prompts as discussed in the
findings, and he verbally communicated to me that he enjoyed doing so because “nobody ever
asks”. Educators must invest in their students by being culturally invested, and I believe this is
especially true for ELLs. Similar to Cali’s (2015) study (in which the author indicated findings
through cross-case analysis and found that music was a powerful means of creating and
sustaining mutuality) the sharing of culture resulted in mutuality in such a way that fostered
validation and goodwill among the parents, the students, and our classroom community, and I
cannot emphasize this enough. Though it was with a decidedly musical focus, students’
preferences for sharing culture were likewise consistent when we examine the contents of their
“Songline Projects”.
Raul’s choices of songs and pictures did seem to trend with American pop music;
however, he does include two songs that are from his earlier years in Puerto Rico whereas
Henry’s is entirely made up of American pop. The memories associated with Henry’s struck me
in his willingness to share some vulnerability as he does not readily or typically display this
attribute. Specifically, he mentions songs that I interpreted as being therapeutic in a selfregulative sense; including one that helped with sleep, another while talking to himself lowly
(softly) when he is bored, and two others that made him want to dance. Less surprising yet
nonetheless potent was Raul’s mentioning of a song being heard while in his grandfather’s truck
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in Puerto Rico during the Christmas that followed Hurricane Maria which he also included a
satellite picture of. Raul mentions another song being listened to in his room in Puerto Rico.
Once again, with regard to both students, I did not probe into these potentially sensitive
expressions and memories as from a Trauma Informed standpoint, I did not want to risk potential
retraumatization as discussed by Crosby et al., (2018).
Emily’s Contributions and Recommendations
Congruent commonalities emerge when examining the contributions from Emily’s
interview and my memos with regard to the priority we both believe needs to be given to our
ELLs on connection. Though I believe bumps in the road like being rusty or slightly out of shape
after extended downtime is generally a lesson well learned by secondary level student-musicians
as resiliency, I was concerned when frustration manifested at the onset of the school year with
both of our students. I am not assuming that frustration equates to a lack of a sense of belonging,
however, if left unaddressed, it could certainly inhibit it. In the findings from Emily’s interview,
she says directly, “If a child doesn't feel safe or isn’t feeling comfortable or is feeling isolated
certainly that's going to shut down that door of opportunity.” She speaks of the importance of
establishing this environment from the onset. She says, “I think the most critical time is that first
welcome into the school.” Referring back to a quote from myself, I wonder if I communicated,
even subliminally, my own frustration or disappointment in their being rusty as I wrote, “I was
admittedly a little disappointed during that class just the other day because I had envisioned him
being ready to jump into the pool with his peers and be ready to swim because we left on such a
high note last year as he was really starting to get going on the bari sax.” At this same time, I was
able to set up one-on-one lessons to better facilitate shoring up or reestablishing these
connections and effectively putting the musical content on the back burner. I believe this was
especially prudent to consider, especially since their initiation into the band program came in on
the heels of the Covid-19 pandemic.
Empowerment Through Relationships and Positive Reinforcement
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Buksh (2020) states in their work titled Maslow Before Bloom in a section on love and
belonging, “During the pandemic and its aftermath, if the only thing you achieved as a teacher
was fostering a sense of belonging with your students, it is the most important thing you could
have done during this crisis.” ELLs thrive on positive relationships, especially with their
teachers. In Abrams-Terry’s (2014) dissertation which explored high school English language
learners’ perceptions of risk factors and protective factors present in their academic and social
lives, the findings indicated that risk factors such as lack of English language ability, low
expectations of teachers, inability to form new relationships, stress, and inattentiveness prevented
students from being successful, however, several protective factors like establishing and
maintaining positive relationships, and possessing certain inner qualities helped them be
academically resilient. My perception was that both of my students needed to be reassured that I
was still much more concerned about them as people and much less than what they remembered
from last year, and I believe I was correct. Admittedly painful to fathom, I do not think I would
have been as keen on these needs in my primary years as an educator, who was likely overly
concerned with having a high-level performing ensemble and “proving myself’’ to whomever I
felt needed to be impressed.
Both students reflected on the adults in their lives who they feel support them and their
responses included similar answers as these adults were identified as their parents and teachers.
The students make specific reference to feeling supported because the adults not only provide
experiences and opportunities for them, but specifically because of what was said to them. Henry
mentions the adults in his life that support him as being “nice to me” and Raul made a reference
to feeling good when “someone talks about you great”. These contributions from the students are
in direct contrast with the experiences they expressed of feeling anxious and watched by their
peers at school. I believe their collective mentioning of this reinforcement demonstrates the
weight that these ELLs put on what adults say and I put forward that educators who work with
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ELLs must not underestimate or take for granted to power and potential of positive
reinforcement.
Cultivation of Musicianship with Fun, Gratitude, and Love
Though I often find myself (at times to a fault) ruminating and reflecting on professional
and social engagements as to whether or not I was as effective as I could have been, my
journaling indicated that my convictions and my motivations were rather steadfast with selfaffirming statements like “I feel like I’m on the right track. We had a one-on-one lesson where
he quickly sprang back to life regarding his enthusiasm, and here he’s ready to share parts of his
culture and his story with me already,” and “I am feeling stupid-lucky and honored to do this for
a living.” It is with my own recognition of this limitation of my study that I not only employed
several modalities of data collection with the aim of attaining objective data as well as
employing critical friends in my analysis.
More statements regarding my perception of their lived experience as band students
follow as I stated “Henry seemed to swim with the rest of the fish today in class quite well! The
class is still overall relatively rusty, but we’re getting there, so if he’s still rusty, he’s definitely in
good company!” I highlighted moments of what was perceived to be shared joy and success
when I wrote “Lots of laughs and joking around, as well as positive reinforcement and smiles. I
am so grateful. I asked Henry how he felt after the lesson and he said “much better”! I love this
kid.” Statements like “Raul started and stayed with the group or the entirety of class today,
unprompted. I feel successful and grateful and he looked content and happy. I have nothing else
to say.” and (regarding Henry), “He’s focused and cohesive in his section. They’re collectively
getting much more confident and cohesive-here’s to forward progress. And, he thanked me and
fist-bumped me before setting off for his weekend.” kept me moving forward and I believe
ultimately, benefitted our students. However, the question can be fairly asked in this respect
“Who benefited more from this experience, you or your students”? My hope would of course be
for them to have netted those benefits, yet I know with certainty that my appreciation and awe
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for these students, their parents, and Emily our ELL teacher, made my heart grow larger.
Belonging in the Band Room and Beyond
Findings from both of the students in this study indicated they felt they belonged while in
band and this was first made apparent during the course of this study in their words. Henry wrote
regarding the best part of his week being, “Henry similarly responded to the prompt “Tell me
about your favorite class or classes! Why are they your favorite?”, by writing “i like english class
becos (because) ms. x is helping me and they me english and i like band you no why i like band i
don't need to tell you.” I mentioned previously how I interpreted his reticence to further clarify
why he likes the band as being attributed to Henry’s preference for being more comfortable with
expressing his fondness for me through humor. I wrote in one of my journal entries on 10/22,
“Henry came in and greeted me by trying to sneak a la limbo-style as my office has a half-wall
that basically obscures everyone’s torso’s as they enter the room.” I also wrote after one of our
lessons, “It's almost as if he reminds me to not take what we do too seriously, otherwise it won’t
be fun-I’m grateful to teach this student.” This brought to the fore how Henry communicates joy
and love through humor and the engagement of music and his vocabulary in both of these realms
is warm and robust. He also reminds us as instrumental music teachers that fun can sometimes
get a bad rap when we talk about rigor, however, it remains, at least for me, as an absolutely
necessary component of what we do every day. Raul, responded in kind stating “First place I
have band is my favorite because I get to play my instrument and I like to practice and get better.
But I like science two because the planets and experiments” I perceived Raul’s feeling of
belonging in band to grow over the course of time as well as with performances. I do believe a
crystalizing experience for him was on 8th grade band night. That evening, I wrote “Raul looked
both ecstatic and a little nervous. I made sure that when his tune he felt most confident with (The
Hey Song) and when it came time to play it, I jumped on over to make sure someone held the
music for him. Once again, he lit up like a Christmas tree. I checked in with him at the end of the
night and he told me he “Had a blast!” He also told me he wants to be in the HS marching band
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next year...I take that as a huge win considering I noticed some nervous anticipation in his face
upon his arrival. Before he left, he said, ‘I just want to say thank you so much!’ To see the whole
night through and come out more enthused to get on in with those excellent high school kids, I
went home on Cloud 9.” That he readily and excitedly expressed his wanting to continue this
thing, this coalition of dedicated, inclusive, talented, and caring students is something that will
continue to stay with me.
I believe our Winter Concert was another crystalizing experience for these students. That
evening I noted in my journal “Raul said ‘Yes, but I’m a little nervous!’ I said, ‘sure you are-this
is your first concert, that’s normal, but just know this, you’re ready and you’re going to do a
beautiful job tonight!’ Henry said “I’m not that nervous, just a little nervous”. I said ‘you got
this man, you’ve been ready since November, we’ll do this thing together’. He said ‘Okay and
then we first bumped’. True to form, Raul expresses his nervous excitement while Henry is
always seemingly cruising at 70 degrees while admitting to being a little nervous. During the
performance, I was able to take a quick moment to notice both students, engaged both in and
with the ensemble, and immersed in the entirety of the moment. I wrote, “Henry is at the congas,
playing the pattern we worked on, and he dancing as he is playing. Raul is grooving with the
other guerrero players and the shakers, smiling the whole time.” After the program concluded, I
was able to have a debrief of sorts with both students. Once again, I wrote about Henry always
keeping it cool with “Henry fist-bumped me and gave me a “bro-hug”. Raul once again prefers
more warmth as I wrote “…I was met by Raul, his sister, and his older cousin, as well as one of
our ELL teachers and a paraprofessional who solely works with our ELL students. Hugs and
thank you’s, compliments resounded and ricocheted all around, and I was overwhelmed with joy
at seeing Raul’s face in the falderal of everything. This experience was one that culminated in a
shared experience with his family and his teachers. They were exceptionally proud of him, as
was I.” Raul’s entirety of his immediate family with the exception of his father got to watch and
listen to Raul perform with his peers. I believe making the band program available to his sister
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the previous year as part of Raul’s journey of wanting to join the band, but also potentially part
of his family’s collective journey in developing a relationship with our school district and our
community as both students will be in the high school band program next year. In other words,
my argument is that making our programs available to ELLs can have ripples that transcend the
authentic and enriching experience that is experienced in the classroom.
I was fortunate enough to be able to observe our students outside the context of the band
room where I was able to take notice of their social interactions which rendered engagements
that slightly differed from each other. I was pleased but not surprised to see both students doing
well during their lunches. I wrote regarding Henry, “I was pleased to see that Henry had
blossoming relationships with students in our band that extended beyond the band room. Among
the students at his table included a student I will refer to as Harle who like Henry, is also from
New York, and a brand-new trumpet student, Allen, a student who is in his section and lives in
the same locale as Henry and walks with him most mornings, and Daniel, another student in his
section.”. There was minimal and friendly natured horsing about, arm wrestling, and laughing.”
Raul’s lunch was nonetheless socially engaging from my standpoint, however with some
different students as I wrote “Like Henry, Raul opted to sit with students with similar
backgrounds relative to being ELLs whose primary language are Spanish-speakers.
Both of these students seemed to have cultivated friendships if not friendly acquaintances
that have developed both in and outside of the band room, and frankly, seeing this was
heartwarming. I can not necessarily verify if these friendships were born in the band room, but I
believe the band room certainly provided a space for them to grow. Furthermore, their expressed
lack of belonging within the school strengthened my resolve to encourage the community of our
band class as well to cultivate a sense of belonging to our ensemble. To this end, I believe I was
successful.
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Implications for Accessibility and Equity for ELLs and Instrumental Music
Access to music programs for ELLs is a matter of equity and this is one of my
motivations for doing this research. There is not an extensive body of work that has been done in
this particular branch of music education regarding ELL students and instrumental music, so my
aim with this study is to address this gap as well as bring relevance to other similar educational
contexts throughout the nation with the primary reason to highlight the importance of making
these programs as inclusive and accessible as they can be, particularly for our ELLs through
understanding their lived experiences. One such study that explores the relationship between
ELLs and participation in music ensembles was conducted and the results indicated that
individual ELL status was a significant, negative predictor of participation. This study included a
sample of U.S. 10th graders (14- to 16-year-olds across 751 high schools, N = 15,011) to
estimate school music ensemble participation rates for ELL and non-ELL students. The authors
state that it may be that lack of opportunity and not lack of interest that explains the gap between
ELL and non-ELL music participation that has been observed. (Lorah et al., 2014) Sanchez
(2017) notes in their study that ELLs will often be in financially difficult situations and this has
been consistent in my experience. With consideration of ELLs and the supporting scholarship
from Chapter 2 as well as the findings from my study, I believe access to a school’s band
program should be universal for ELLs regardless of any extant barriers, be they financial or
related to language.
The lived experiences of the participants of this study bring forward the potentially
positive impacts and experiences that this access can provide, and I would argue is one that is an
essential experience for ELLs. The access to participation in our band program was a way to
support our ELLs in the way Emily recognized in her interview as she stated we need to make
sure students are "feeling safe, being seen, and feeling welcomed." This potential for affirmation
and as well as supporting ELLs’ social and emotional needs were recognized by Edgar (2016)
who identified five ways in which music education and SEL are compatible: (a) music can be
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used as an emotional stimulus; (b) music can be used as an aesthetic experience; (c) music can be
used for relaxation and imagery; (d) music-making can be a form of self-expression; and (e)
music-making can be a form of group experience and “...music can be used as an aesthetic
experience, defined as ‘concerned about perception, sensation, imagination, and how they relate
to knowing, understanding, and feeling about the world’ (Edgar 2016, p. 30).
Our participants were provided a venue for them to become part of a coalition who are
ultimately concerned with a connection through musical lessons, rehearsals, and performances.
This immersion into the performing arts as recommended by Schmidt (2018) was not only one
that was potentially healing but also provided our ELLs with the chance to practice new skills,
thereby building resiliency as suggested by (Leclair et al., 2009) as they stated “frequent
opportunities to practice new skills, may allow ELL students to overcome some of the struggles
that they face in U.S.schools.” (Leclair et al., 2009 p. 568). The lived experiences as expressed
by our students, the affirmation and the pride that they expressed with regard to sharing their
own culture, but achieving in their musicianship in rehearsals and performances were matched
with my observations and my interviews with their parents.
I put forward in the first chapter that music has an inherent potential to reach students
who might otherwise slip through the cracks. Parker (2013) whose work was concerned with
studying how students experience belonging stated as well as critiqued a framework that
examines belonging (Juvonen’s Sense Of Belonging Model) “Music teachers are in a strong
position to influence a student’s sense of belonging. Research on the relationship between
teacher behaviors and student motivation supports this proposition.” (p. 9) With regard to this
musical connection, I invited and encouraged students to avail themselves to their innermost
feelings and lend them to the music that we studied. I also encouraged the students to give their
time and effort through diligent practice and rehearsal, as their effort not only honed their own
musicianship but the collective musicianship of the ensemble. In our particular environment, any
student not giving what he or she ought to in terms of commitment and dedication is not a
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letdown to me but to the familial ensemble, we cultivate through this connection we share as
musicians. When the ensemble is at its best, it is able to arrive at this higher and genuinely
connected level of rehearsing and performing, the ensemble is learning how to positively engage
one another; and, when the ensemble is able to play beautiful music for their families and our
community, our music is an expression of love for them and each other as was discussed in the
findings.
With regard to the findings of this study, a positive and reaffirming connection was
further developed on an individual level of our participants by virtue of our small group lessons
or one on one lessons. These lessons provided spaces for these rapports to naturally blossom with
our conversations, jokes, cultural sharing, and more. From a trauma-informed standpoint, it is
significant to note that they also provided a space for the development of resilience, as the
expectations and standards that I uphold are in fact decidedly high. Parker (2013) stated
regarding belonging and high expectations, “Other behaviors that should have a positive impact
on sense of belonging relate to music teachers’ expectations of students (Wentzel, 1997). In
short, students whose teachers voice high social and academic expectations of their students are
more likely to feel a sense of belonging and engagement at school than students whose teachers
voice lower expectations. In addition, music teachers who provide a safe environment for their
students to learn, as well as avoid conflict with their pupils are more likely to have students who
enjoy school and cooperate more with one another (Birch & Ladd, 1997).” (p. 10)
The nature of what band students do day in and day out is still very much an analog
process and can be at times both tedious and testing. Considering the age we currently live in,
where tasks and demands at school and at work are encouraged to be done instantaneously, this
process is one that I believe is essential. From a trauma-informed standpoint, this process
allowed for the time and the space for this resilience to develop for ELLs. The participants being
rusty after the summer session and then effectively getting back in shape was a shared
experience, and was one that would result in an exercise of empowerment and resilience.
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In recent years, more credence and encouragement are being given to educators and
leaders to consider courses of study and professional development that are oriented towards
supporting our students socially and emotionally and to consider policies that, however
inadvertent or not, may impede these considerations. The findings from the data are consistent
with extant literature which supports belonging for ELLs as well as provides avenues and
experiences for ELLs to better enjoy their time spent in school. It is with this consideration I put
forward that instrumental music educators must consider the accessibility of their music
programs for ELLs by first asking themselves as I did some years back, “How accessible is our
music program to our ELLs?” and “What barriers are in place that may prevent students from
participating in our music program?” I recommend doing this not as an exercise in selfflagellation, but for the potential to make groundbreaking impacts with students, and their
families, enriching the authentic experiences in the band room, and the music program; the
ripples of which one director may never fully appreciate. As for my case, my way forward of
making my program better accessible for my students did not happen overnight as I will illustrate
a little further as well as provide immediate and long-term steps to initiate this process.
Why and How We Can Make Music Our Programs More Accessible to ELLs
The findings of this study included the lived experiences of ELLs (of whom were newly
recruited to the band program) and indicated that participation in our band program provided
experiences .
Research also supports that music teachers who provide access to their music programs
and thereby enable students to work together collaboratively are more likely to foster a sense of
belonging among students (Wegerif, 1998). As mentioned previously, this process of increasing
accessibility did not happen for me overnight and continues to be ongoing, but what I did not
mention is that I can almost guarantee that changes, however seemingly small, can be made
immediately to better improve the accessibility for the buildings' ELLs to the music program,
and that first step we take to arrive at these changes is to see where the music program is with
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regard to ELLs and their involvement with the music program. Are there any ELLs in the
program? If one does not, they are not alone as the inherent design of many of the programs does
seem to favor membership being most available to those:
1. Students being able to afford rental money/purchase of an instrument
2. The music programs have adequate financial and physical resources available.
3. Students being aware there is a music program that they can participate in.
Nevertheless, we begin first with these questions:
1. How accessible is the program for ELLs if at all and how is the program made known or
available to ELLs?
2. If both of these are limited, what can be done immediately to make moves to increase
accessibility for ELLs?
Regarding the first question, it is important to understand that an available course such as
“7th Grade Concert Band” is available for any student to sign up on a form written in English
and loosely translated by their ELL teacher does not necessarily denote accessibility. Ideally,
those forms and information would be translated into the appropriate languages; however, this
may not be readily available. It is essential to recognize that a student from Lebanon Possessing
tacet levels of English language proficiency are not going to readily check that box off on their
course selection form without further clarification, much less opportunities taken by the music
teacher to establish a connection with those students. In other words, the most important step
before even considering translation services such as course selection sheets and informational
letters from the music department, directors must begin with establishing a personal connection.
Music Educators Must Establish a Connection with ELLs
Forming a personal connection can be done free of charge, and only costs some wellspent time. In my case, I was already friends with our ELL teacher and politely asked if I could
come down to meet her students, just to say hi. Another day or so later I popped by again to
mention what I do at school and talked about the instruments that are available to play. I also
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invited them down to the band room during a free period to see, hear, feel, and even try the
instruments that could be played, free of charge. This manner of approaching our ELLs in one
that is consistent with Trauma Informed Instruction as garnering trust and exhibiting a
welcoming presence shows our ELLs the figurative and literal doors to a new potentially healing
and beneficial world within the school for them to partake in. (Souers & Hall, 2016) Schmidt
(2018) reminds us that ELLs and specifically those with immigrant or refugee backgrounds have
likely undergone several traumatic events such as destroyed homes and schools, separation from
or disappearance of family members and friends, witnessing violence, living within combat
zones, and government corruption; which is why it is important to consider establishing these
connections authentically and face to face if possible so as to communicate that the music
teacher is there for them and to support them.
Long-term Strategies for Ensuring Accessibility for ELLs and Instrumental Music
Once preliminary steps toward increasing accessibility have been taken, measures must
be taken to support long-term access to the instrumental program for ELLs as Furlong (2015)
who recognizes in their work, the role of music educators must play in addressing accessibility
and the needs of ELLs stated “In response to this dilemma, the responsibility falls on music
educators and administrators to develop policies that address the educational inequalities
produced by the cultural and linguistic differences found in classrooms to provide an egalitarian
and accessible education to all students that simultaneously encourages and utilizes dialogue and
praxis.” (p. 1) The author also states regarding the purpose of providing this access “...while
numerous studies have found linguistic benefits for students enrolled in both ESL/ELL and
music classes, the true value of music education in this context extends beyond language
acquisition.12 Relying on a range of verbal and nonverbal cues, “culturally competent” music
teachers have the distinct opportunity to connect with these students as they co-investigate an
incredibly expressive medium universal across cultures: music.” Once again, I was initially
fortunate enough to have had some instruments available to be able to offer, and I recognize that
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resources like instruments can widely vary from school to school. That being said, even offering
drum sticks or mallets for pitched percussion can be of the most minimal of costs and if that is all
one educator and program could offer, that is more than enough to start building that ever
essential connection and accessibility for them. From here, there are several long-term strategies
one can include to continue making intentional steps for increased accessibility and involvement
for the ELLs in the building of the music program. For those with minimal budgets, soliciting
donations of instruments is a zero-cost pursuit that can render a variety of instruments. This can
be handled in a number of ways:
1. Building and district-level calls for instrument donations from the staff and community
with the help of the administration/communications director.
2. Acquiring translated course selection forms and informational communications from the
music department.
3. Networking with other local school districts for donations or lending of instruments from
other schools that may have extra resources
4. Soliciting local music businesses and repair companies for donations
5. Grant writing
6. Collaboration with the administration to compose a budget proposal that makes
accessibility more feasible for the music program.
7. Curricular and policy development with the aim of communicating with a specific and
explicit commitment to accessibility for ELLs.
For those with ample budget support as was my case, I started to leave dedicated monies
earmarked to buy student instruments with the aim of building an inventory over the course of a
few years; for example, one year I bought two flutes and a saxophone, and the next year I bought
two clarinets and a trumpet, and so on. From here, I recommend that (music) departmental and
district level practices and policies can start to be brainstormed, created, or amended to explicitly
put in place for accessibility for ELLs. These policies should be with regard to accessibility for
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the instrumental music program (if not the entirety of the program) that communicates a
commitment to providing accessibility not only to all students but with specific mention and
consideration to ELLs. Having this accessibility officially and outwardly recognized as a district
and department level commitment communicates to all stakeholders, the schools’ commitment
and intention of providing what I believe is an essential and necessary opportunity for ELLs, for
all of the reasons this study mentions.
Limitations
There are several respects with which this study is limited, the first of which I will
mention is the time frame. Though I had started to develop a rapport with the students of this
study in the Spring of the previous school year, the contributions from the participants consisted
of a relatively small span of time which lasted from September to mid-December. The number of
participants is also small with just two students being part of this multi-case study. I must also
recognize that though a positive rapport with the participants was already partly established in
the preceding Spring, this may have potentially affected the responses the students gave, such as
their attempting to respond to prompts in a way I might perceive as favorable.
Regarding the participants, due to cost and time restraints, I was only able to interview
one parent from each family. Ideally, I would have liked to include multiple family members to
further enrich this study with a thicker description of the participants' lives from a familial
context. The following quote from a previous study I read applies. “I agree with Deborah
Britzman (1998) that my own telling is fragmented and dominated by the ‘discourses of my time
and place" and especially by my sense of being a border-dweller, someone still and perhaps
forever searching for’'' (Feuerverger, 2011, p. 363). To specify, I tried to factor my positionality
as best as I am able to as a white cis-gendered, straight male, with the understanding that my
ability to understand and empathize is a result of my formative experiences that occurred before
the time of study. Educators must be sensitive to the dynamics of power with regard to engaging
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with students, and I believe this is especially so when engaging in research with ELL students,
for the reasons illustrated earlier in the literature review.
Regarding the writing prompts, though these were constructed to align with the tenets of
SEL as described earlier in this chapter, I did not pilot them but rather constructed them with the
assistance of Emily. In retrospect, a piloting process would provide more credibility and
reliability for both the writing prompts as well as the interviews as a measure to mitigate
potential biases as well as address generalizability in case study research as suggested by
Creswell (2018). The author states “pilot tests to refine data collection plans, and develop
relevant lines of questions.” (p. 165)
Another limitation includes all the interviews were conducted over the phone as opposed
to in-person, which results in not being able to describe or articulate nuances such as disposition,
facial expressions, and body language, as well as hindered their likelihood to provide more datarich information within their answers. Though I was fortunate to have access to professional
interpreters, the risk of questions getting lost in translation is a limitation as well as my lack of
perceptibility in terms of the tone of the parents as the responses were otherwise dictated to me. I
believe that not only conducting the interviews in person would render more data, but also
galvanize the connection and relationship further between the participants and myself.
Likewise, interviews with other family members would have served to enrich this study
though due to logistic and budget restraints, translation services were only offered for one parent
for each student. In the interest of protecting our participants from any potential harm, writing
prompts were issued in lieu of interviews. These prompts were limited to three sentences or more
as recommended by their ELL teacher to ensure comfort with their developing capacity for the
English language. Lastly, a limitation of this study that I believe warrants mentioning is being
biased toward music education. I recognize this in the discussion that I am and have been
essentially in love with music education, and I make a regular habit of enthusiastically lauding
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and celebrating this particular area of education, so it can be fairly said that this study certainly
contains this decidedly strong bias.
Recommendations for Future Study
With regard to recommendations for future research, a study using a longitudinal design
could potentially offer invaluable data and implications for music educators, administrators, and
policymakers. I also believe interviews with the student participants would add to painting a
more detailed picture of their lived experiences. Creswell (2018) states that a “hallmark of a
good qualitative case study is that it presents an in-depth understanding of the case in order to
accomplish this, the researcher collects and integrates many forms of qualitative data, ranging
from interviews, to observations, to documents, to audio visual materials” (p. 98). Involving
more secondary participants from the families of the primary participants would serve to bring
more clarity and detail to a study of this nature. Written prompts are useful, but sometimes the
conversational nature of interviews is likely a more readily accessible form of communication
for ELLs. Questions that explore beyond the immediate lived experience of the students that
venture into what might be the long-term outcomes of having had access to the band program,
could be a guiding research question. I believe this would be a pursuit and might better
demonstrate those ripples which I mentioned earlier in this chapter.
The addition of quantitative research methodologies can also serve to strengthen this
study as Creswell (2007) states, “the inclusion of a quantitative component can make the
qualitative approach more acceptable to quantitative-biased audiences. (p. 89) I also believe this
study should be replicated in multiple contexts such as with ELLs who speak other languages
and who are of different ages. This study can be conducted in urban and suburban locations and
with other kinds of music programs. Specifically, I believe it would be important to replicate this
study in other locations. Hypothetically speaking, within these differing contexts, there exist
differing student demographics and varying structures (available resources and organization) of
their respective music departments. Bringing forward the lived experiences of ELLs in those
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differing contexts can potentially bring to light affirming or unifying themes that would further
support this notion of prioritizing access o instrumental music programs as being a necessary and
critical component for ELL students’ educational experiences.
Conclusion
The purpose of this study was to bring forward the lived experiences of ELL students for
educators, music educators, and administrators. The findings from this study indicated that the
students find their sense of belonging at their home, however, they also indicated that they felt a
sense of belonging in our band program. This sense of belonging to a community of students like
the band can counteract the social anxiety and vulnerability the participants expressed in this
study. The findings from this study indicate that educators must also take note to not
underestimate the power of positive reinforcement and the development of healthy relationships
with their ELLs. Educators and leaders need to consider the unique positionality of ELLs as well
as understand how providing access to the music program for ELLs can provide transformative
learning experiences for them.
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Appendix A Consent and Assent Letters
CHILD ASSENT FORM
Belonging and Banding Together: Perspectives and insights of newly recruited ell student
musicians
My name is Mr. Edward F. Luckey and I am a doctoral student from Kutztown University. We
are doing a research study. A research study is a special way to help us learn new things. We
are trying to learn more about how participation in band effects our students’ sense of belonging.
You have been asked to be in the study because you are part of our band. If you want to be in
the study you will be asked to explain how you felt as well as your opinion in multiple situations,
participate in conversations and be open to observations that I may make throughout our lessons
together.
The study will take place [in this classroom] and should take [30 minutes] of your time (per
session).
We want to tell you about some things that might happen to you if you are in this study.
[Describe risks: exploring your own thoughts feelings before and during your participation in
band class]
If you decide to be in the study, some good things might happen to you or we may find out
things that will help other people. For example, identifying who helps you each day, sharing
musical memories, cultivating your own understanding of other places and people who support
you. But we don’t know for sure that these things will happen.
You will be participating in band and the data that I will collect for this research purpose will
only be during this class time and not any other time during the day. You will still participate in
band even if you decide not to take part in this research study. Participating in the research
means that you will let me use your information for the study from participating in band.
When we are done with the study, we will write a report and tell others about what we have
learned. We won’t use your name in the report or when we tell others what we have learned.
Pictures of you participating in this study will be used in order to accurately show others the
potential impact of this experience.
You don’t have to be in the study unless you want to. You can say “no” and nothing bad will
happen. Even if you say “yes” now to be in the study, you can stop later. No one will get mad if
you decide to stop. All you have to do is tell us you want to stop. If you don’t like a question
during the study, you don’t have to answer it.
You can ask questions that you have now about this study. If you have questions later, you can
ask myself, Mr. Luckey.
Audio recordings:
No video recordings will be taken or utilized in any way throughout this study.
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Video recordings:
No video recordings will be taken or utilized in any way throughout this study.
Pictures:
No pictures will be taken or utilized in any way of this study.
Writing your name on this page means that the page was read (by you or to you) and that you
agree to be in the study.
I understand the study and know what will happen to me. I know that I can quit the study at any
time. I agree to be in the study.
_____________________________________________________________________________
Child’s Signature for Assent
Date
Check which applies (to be completed by person conducting assent discussion):

□

The child is capable of reading and understanding the assent form and has signed above as
documentation of assent to take part in this study.

□

The child is not capable of reading the assent form, however, the information was explained
verbally to the child who signed above to acknowledge the verbal explanation and his/her
assent to take part in this study.

______________________________________________________________________________
Name of Person Obtaining Assent (Print)
______________________________________________________________________________
Signature of Person Obtaining Assent
Date
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PARENTAL CONSENT FORM
Your child (or ward) is invited to participate in a research study being conducted through
Kutztown University. We ask that you read this form and ask any questions you may have before
you decide whether or not you want your child (or ward) to participate in the study. The
University requires that you give your signed agreement if you choose to have your child (or
ward) participate.
This study is being conducted by… [Mr. Luckey]
Title of the Study:
Belonging and Banding Together: Perspectives and insights of newly recruited ell student
musicians
Purpose of the Study:
The purpose of this research is multifold. One primary objective is to personally increase my
awareness and ability to empathize with my new ELL students as these particular students are
often included in populations that are often underserved (Schmidt, 2018), and I am committed to
serve these students as best as I could by increasing my awareness and understanding of the
expressed, respective realities of our ELL students.
Therefore, this dissertation will explore the following questions:
1. “How does participation of our newly recruited ELLs in the band program affect
their perceptions of self and belonging?” and
2. What is their reality? i.e. What are they feeling as they are beginning a new journey
both as a student in a new school, perhaps a new country, and as a developing
musician? What is their sense of belonging or lack thereof? How is being in a band
program affecting these perceptions? If there are indeed changes to these
perceptions, are they positive or negative? Why?

Procedures:
The following procedures will be used to investigate this topic and incorporated in various ways
throughout the duration of the study.
● Multiple Case Study to occur over 2-3 months via narrative inquiry (2 prompts will be
issued weekly to the class at large),
● a musical artifact called from class that is part of our curriculum called “Songline
Project” (See appendix)
● Participants/sampling methods: 2-3 students and one of their respective
parents/guardians (other adults who care for these students and can provide contextually
unique perspectives of their children, thereby enriching the data and providing a broader
picture)
● field notes and memos from myself (both from the context of the bandroom and at least
1 other context (such as another class or the cafeteria).
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● Setting: Primarily Band Room and another classroom in the interest of providing the
most natural and contextual environments for the students involved in the study
● Through this narrative inquiry design, the researcher (Edward F. Luceky) is investigating
if the perceptions of ELL students while participating in concert band and to see if and
how participation in band effects their sense of belonging
Risks or Discomforts, and Benefits of Being in the Study:
The study has the following risks and/or discomforts… There are no risks involved in this study.
The following quote from a previous study I read applies here, “I agree with Deborah Britzman
(1998) that my own telling is fragmented and dominated by the "discourses of my time and
place" and especially by my sense of being a border-dweller, someone still and perhaps forever
searching for'' (Feuerverger, 2011, p. 363). To specify, I am going to factor my positionality as
best as I am able to, my white, male, cis-gendered, straight positionality as best as I am able to
with the understanding that my ability to understand and emphathize is a result of my formative
experiences that occurred before the time of study. Educators must be sensitive to the dynamics
of power with regard to engaging with students, and I believe this is especially so when engaging
in research with ELL students, for the reasons illustrated earlier in the literature review.
Audio recordings:
No audio recordings will be taken or utilized in any way throughout this study.
Video recordings:
No video recordings will be taken or utilized in any way throughout this study.
Pictures:
Pictures will be taken during this research study. The pictures will be taken throughout the study
in order to collect detailed information about the students’ reflections based on the activities
they participate in throughout this study. The pictures will be used for publication in order to
more accurately represent the participation of the students in this study.
Pictures of your child participating in this study will be used in order to accurately show others
the potential impact of this experience. The pictures will be viewed potentially by other
educators or administrators during educational conferences or used in educational publications.
The benefits to participation are:
The benefits to participating in this study are in the students expressing their realities through
their own words through the vehicle of narrative. There is a possibility that they will develop a
greater sense of belonging and expression through the narratives as well as performance in
aesthetic art of music.
Confidentiality and Anonymity:
Records will be kept private and will be handled in a confidential manner to the extent. In any
report or presentation, we will not include any names or other personal information that will
make it possible to personally identify a research study participant by name.
Voluntary Participation:
Your child’s (or ward’s) participation is voluntary, refusal to participate will involve no penalty
or loss of benefits to which they are otherwise entitled, and you may discontinue your child’s (or
ward’s) participation at any time without penalty or loss of benefits to which they are otherwise
entitled.
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Contacts and Questions:
The researcher conducting this study is your teacher:
Mr. Edward Luckey
Middle School Music Teacher
2601 Grandview Blvs
West Lawn PA 19609
(610) 670-0180
lucedw@share.wilsonsd.org
You may ask any questions you have now. If you have questions later regarding the research
study, you may contact the researcher listed above. If you have any questions or concerns about
the rights of research participants, please contact the IRB Committee at Kutztown University at
484-646-4167.
Compensation:
[There is no compensation for your child’s role in this study.]
Future Research Studies:
(1) Your child’s (or ward’s) information or biospecimens collected as part of the research, even
if identifiers are removed, will not be used or distributed for future research studies.
Statement of Consent:
I have read the information described above and have received a copy of this information. I have
asked questions I had regarding the research study and have received answers to my satisfaction.
I am 18 years of age or older and voluntarily consent to allow my child (or ward) to participate in
this study.
______________________________________________________________________
Signature of Parent/Guardian
Date
______________________________________________________________________
Relationship of Parent/Guardian to Participant

Thank you for your participation.
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CONSENT FORM
To the attention of Dr. Smith
Superintendent of Schools
Edward F. Luckey, employee of West Mifflin Middle School is looking for your consent in order
to conduct a research study through Kutztown University’s Transformational Teaching and
Learning in Education, EDD program.
Title of the Study:
Belonging and Banding Together: Perspectives and insights of newly recruited ell student
musicians
Purpose of the Study:
The purpose of this study is…
The purpose of this research is multifold. One primary objective is to personally increase my
awareness and ability to empathize with my new ELL students as these particular students are
often included in populations that are often underserved (Schmidt, 2018), and I am committed to
serve these students as best as I could by increasing my awareness and understanding of the
expressed, respective realities of our ELL students.
Therefore, this dissertation will explore the following questions:
1. “How does participation of our newly recruited ELLs in the band program affect
their perceptions of self and belonging?” and
2. What is their reality? i.e. What are they feeling as they are beginning a new journey
both as a student in a new school, perhaps a new country, and as a developing
musician? What is their sense of belonging or lack thereof? How is being in a band
program affecting these perceptions? If there are indeed changes to these
perceptions, are they positive or negative? Why?

Procedures:
The following procedures will be used to investigate this topic and incorporated in various ways
throughout the duration of the study.
● Multiple Case Study to occur over 2-3 months via narrative inquiry (2 prompts will be
issued weekly to the class at large),
● a musical artifact called from class that is part of our curriculum called “Songline
Project” (See appendix)
● Participants/sampling methods: 2-3 students and one of their respective
parents/guardians (other adults who care for these students and can provide contextually
unique perspectives of their children, thereby enriching the data and providing a broader
picture)
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●

field notes and memos from myself (both from the context of the bandroom and at least
1 other context (such as another class or the cafeteria).
● Setting: Primarily Band Room and another classroom in the interest of providing the
most natural and contextual environments for the students involved in the study
● Through this narrative inquiry design, the researcher (Edward F. Luceky) is investigating
if the perceptions of ELL students while participating in concert band and to see if and
how participation in band effects their sense of belonging
Risks or Discomforts, and Benefits of Being in the Study:
The study has the following risks and/or discomforts… There are no risks involved in this study.
The following quote from a previous study I read applies here, “I agree with Deborah Britzman
(1998) that my own telling is fragmented and dominated by the "discourses of my time and
place" and especially by my sense of being a border-dweller, someone still and perhaps forever
searching for'' (Feuerverger, 2011, p. 363). To specify, I am going to factor my positionality as
best as I am able to, my white, male, cis-gendered, straight positionality as best as I am able to
with the understanding that my ability to understand and emphathize is a result of my formative
experiences that occurred before the time of study. Educators must be sensitive to the dynamics
of power with regard to engaging with students, and I believe this is especially so when engaging
in research with ELL students, for the reasons illustrated earlier in the literature review.
The benefits to participation are:
The benefits to participating in this study are in the students expressing their realities through
their own words through the vehicle of narrative. There is a possibility that they will develop a
greater sense of belonging and expression through the narratives as well as performance in
aesthetic art of music.
Confidentiality and Anonymity:
Records will be kept private and will be handled in a confidential manner to the extent. In any
report or presentation, we will not include any information that will make it possible to identify a
research study participant.
Contacts and Questions:
Mr. Edward F. Luckey
Middle School Music Teacher
210 Nichols Street
Leesport PA 19533
(484) 793-5009
lucedw@share.wilsonsd.org
You may ask any questions you have now. If you have questions later regarding the research
study, you may contact the researcher listed above. If you have any questions or concerns about
the rights of research participants, please contact the IRB Committee at Kutztown University at
484-646-4167.
Statement of Consent:
I have read the information described above and have received a copy of this information. I have
asked questions I had regarding the research study and have received answers to my satisfaction.
I give my consent to Edward F. Luckey to conduct the research as stated above.
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______________________________________________________________________
Signature
Date
______________________________________________________________________
Relationship to Participant
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ELL Teacher Consent FORM
Belonging and Banding Together: Perspectives and insights of newly recruited ell student
musicians
My name is Mr. Edward F. Luckey and I am a doctoral student from Kutztown University. We
are doing a research study. A research study is a special way to help us learn new things. We
are trying to learn more about how participation in band affects our students’ sense of belonging.
You have been asked to be in the study because you are a teacher of our shared students. If you
want to be in the study you will be asked to describe your experiences with teaching ELLs.
The study will take place [on the phone] and should take [20 minutes] of your time.
We want to tell you about some things that might happen to you if you are in this study.
[Describe risks: exploring your own thoughts feelings regarding ELL education as well as our
students’ participation in band class]
If you decide to be in the study, some good things might happen to you or we may find out
things that will help other people. For example, identifying who helps our students each day,
sharing musical memories, cultivating your own understanding of other places and people who
support our students. But we don’t know for sure that these things will happen.
Your student will be participating in band and the data that I will collect for this research purpose
will only be a one time interview at your convenience. Participating in the research means that
you will let me use your information from our phone call in the study.
When we are done with the study, we will write a report and tell others about what we have
learned. We won’t use your name in the report or when we tell others what we have learned.
Pictures of you participating in this study will be used in order to accurately show others the
potential impact of this experience.
You don’t have to be in the study unless you want to. You can say “no” and nothing bad will
happen. Even if you say “yes” now to be in the study, you can stop later. No one will get mad if
you decide to stop. All you have to do is tell us you want to stop. If you don’t like a question
during the study, you don’t have to answer it.
You can ask questions that you have now about this study. If you have questions later, you can
ask myself, Mr. Luckey.

Audio recordings:
No audio recordings will be taken of you throughout this study.
Video recordings:
No video recordings will be taken or utilized in any way throughout this study.
Pictures:
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No pictures of you will be taken of you during this research study. The pictures of students
however will be taken throughout the study in order to collect detailed information about the
students’ reflections based on the activities they participate in throughout this study.
Pictures will be used in publication and for professional presentations.
Writing your name on this page means that the page was read (by you or to you) and that you
agree to be in the study.
I understand the study and know what will happen to me. I know that I can quit the study at any
time. I agree to be in the study.
_____________________________________________________________________________
Adult Signature for Consent
Date
Check which applies (to be completed by person conducting consent discussion):

□

The adult is capable of reading and understanding the consent form and has signed above as
documentation of assent to take part in this study.

□

The adult is not capable of reading the assent form, however, the information was explained
verbally to the child who signed above to acknowledge the verbal explanation and his/her
assent to take part in this study.

______________________________________________________________________________
Name of Person Obtaining Consent (Print)
______________________________________________________________________________
Signature of Person Obtaining Consent
Date
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Adult Parent/Guardian Consent FORM
Belonging and Banding Together: Perspectives and insights of newly recruited ell student
musicians
My name is Mr. Edward F. Luckey and I am a doctoral student from Kutztown University. We
are doing a research study. A research study is a special way to help us learn new things. We
are trying to learn more about how participation in band affects our students’ sense of belonging.
You have been asked to be in the study because you are a parent of our band students. If you
want to be in the study you will be asked to describe you musical experiences and musical
memories.
The study will take place [on the phone] and should take [15 minutes] of your time.
We want to tell you about some things that might happen to you if you are in this study.
[Describe risks: exploring your own thoughts feelings of music before and during your child’s
participation in band class]
If you decide to be in the study, some good things might happen to you or we may find out
things that will help other people. For example, identifying who helps your child each day,
sharing musical memories, cultivating your own understanding of other places and people who
support your child. But we don’t know for sure that these things will happen.
Your will be participating in band and the data that I will collect for this research purpose will
only be a one time phone call at your convenience. Your child will still participate in band even
if you decide not to take part in this research study. Participating in the research means that you
will let me use your information from our phone call in the study.
When we are done with the study, we will write a report and tell others about what we have
learned. We won’t use your name in the report or when we tell others what we have learned.
Pictures of you participating in this study will be used in order to accurately show others the
potential impact of this experience.
You don’t have to be in the study unless you want to. You can say “no” and nothing bad will
happen. Even if you say “yes” now to be in the study, you can stop later. No one will get mad if
you decide to stop. All you have to do is tell us you want to stop. If you don’t like a question
during the study, you don’t have to answer it.
You can ask questions that you have now about this study. If you have questions later, you can
ask myself, Mr. Luckey.
Audio recordings:
No audio recordings will be taken or utilized in any way throughout this study.
Video recordings:
No audio recordings will be taken or utilized in any way throughout this study.
Pictures:
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No pictures will be taken of you during this research study. The pictures of students however will
be taken throughout the study in order to collect detailed information about the students’
reflections based on the activities they participate in throughout this study.
Pictures will be used in a publication and for professional presentations.
Writing your name on this page means that the page was read (by you or to you) and that you
agree to be in the study.
I understand the study and know what will happen to me. I know that I can quit the study at any
time. I agree to be in the study.
_____________________________________________________________________________
Adult Signature for Consent
Date
Check which applies (to be completed by person conducting consent discussion):

□

The adult is capable of reading and understanding the consent form and has signed above as
documentation of assent to take part in this study.

□

The adult is not capable of reading the assent form, however, the information was explained
verbally to the child who signed above to acknowledge the verbal explanation and his/her
assent to take part in this study.

______________________________________________________________________________
Name of Person Obtaining Consent (Print)
______________________________________________________________________________
Signature of Person Obtaining Consent
Date
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Appendix B: Narrative Prompts
Tell me about your family! Do you have siblings? Pets?
Tell me about your family’s traditions and tell me about the food and the music that everybody
eats.
Tell me about when you feel like you “belong”. How did you know you felt like you belonged?
Tell me about when you feel you don’t belong.
Tell me about the best part of your day and week
Tell me about when you get frustrated (could be home, school, anywhere!)
Tell me about the last time you were proud of yourself.
Tell me about your earliest musical memory? What about this memory caused you to remember
it?
Does your family enjoy music? What type of music do they listen to? Does anybody sing or play
an instrument?
Tell me about your favorite class or classes! Why are they your favorite?
Tell me about your least favorite class and why you might not like it?
Tell me about the adults in your life that you feel support you the most. What is it about them
that makes you know they support you.
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Appendix C: ELL Teacher Interview Protocol

Interview Questions for the ELL Teacher
Introductory Question:
1: What brought you to the academic realm of ESL? How long have you been teaching ESL?
2: What is it that you consciously do to cultivate and maintain the classroom community as well
as develop the nature of your relationships with your students?
Preface:
With regard to education, the work I have been recently involved with has emphasized the
importance of the awareness of our positionalities within education, especially when working
with “minoritized youth”. Positionality is a term used to describe the personal context of one’s
self with regard to the various ways one may self-identify. For example, I identify as a white,
cisgendered, heterosexual, middle-class male. Given I subscribe to the notion of “white male
privilege” I believe there is a necessity for my own awareness and consideration of my
positionality given the population of students we work with.
3: What is your positionality?
4: How do you consider your positionality in your daily interactions with our students?
5: What have been some of your biggest professional challenges and how have you addressed
them?
6: What are some of your understandings considering the lived experiences and perceptions of
your (former or current) students?
7: How have these experiences or perceptions (as you understand them) changed over time?
8: Considering your unique insight into the lives of our students, what do you see educators
doing or not doing to take better care of our students?
9: Have you observed or perceived any noticeable changes regarding our students since entering
our band program? If so, what specifically have you noticed?
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Appendix D: Parent Interview Questions
Interview Questions for Parents
1. Tell me about your experience with music.
2. What kind of musical experiences have you shared with your children?
3. Tell me how you feel about your child’s participation in the band program so far?
4. Tell me about a time when you feel our school has supported your child.
5. Tell me about a time when you feel our school could have further supported your child.
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Appendix E: Songline Project

Teacher:
Ed Luckey
Subject: General Music

Stage 1- Desired Results
Established Goals/ Lesson Topic:
Songline Project-A Soundtrack to your life at certain key moments so far!

Content Standards:

21st Century Skill – and HOW it is incorporated

Content Standard: Listening to, analyzing, and
describing music

Design
Story
Meaning

Content Standard: Understanding music in relation to
history and culture:

Student Interpersonal Skills (SEL) Standards:
16.1.8.B: Analyze impact of a variety of personal
traits on relationships and achievement throughout
life.

Students will be designing a presentation via Google
Slides to pick 5-8 key memories from their past, and
the songs from that time that are associated with that
memory. The story piece of this presentation comes
from the presentation itself, as the student will be
sharing those memories and how or why a particular
song corresponds to that memory. Lastly, the meaning
comes in when the student plays one of the songs from
the presentation and explains why that particular song
or memory is their favorite.

16.1.8.C: Analyze adverse situations and identify
appropriate protective factors and coping skills.

Essential Questions:

Big Ideas:

What is a Soundtrack?

Memories, especially poignant ones are often
associated with the 5 senses, with music and hearing
being one of the strongest of them.

What is a songline?
How can memories be associated with specific songs
or types of music?
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Stage 2- Assessment Evidence – Describe at least ONE way you will assess
student learning.
Formative Assessments:
Students will receive written feedback from the
teacher which includes observations from the
presentation.

Summative Assessments:
Assessments OF learning; Indicators of student
achievement at the end of a unit or lesson. Generally
graded.
Ex: projects, tests, quizzes

Stage 3 Learning Plan
Learning Activities:
Procedure
1. Teacher greets students on the way in an invites them to have a seat while music is playing
2. Teacher introduces himself, and then takes attendance
3. Teacher asks students to take a few minutes to read the article entitled “Songlines”.
4. Teacher facilitates class discussion that highlight the different types of music the author
associated to the different memories she shared.
5. Teacher then asks students to pick 5 to 8 check points or memories in their lives that are
significant to them and to see if they could recall what kind of music may have accompanied
that memory on a Google doc.
6. Once the outlines of their Songlines are sketched out, students begin working on a visual
presentation of their Songlines. This “visual” can include things like posters, decoupages,
computer presentations, ect.
7. Teacher performs a demonstration of his “Songline” to the class.
8. Once students have been able to complete their projects, students will present their “Songlines”
to each other.

